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Abstract
A decline in academic motivation, organizational skills, and the desire to learn in adolescent
students cause middle grade teachers to constantly look for ways of encouraging students to
complete assignments on time and achieve academic growth. Tactics such as positive
reinforcement and punishments are frequently offered to adolescent students with the purpose of
encouraging academic motivation. The inclusion of zeros in the grade book, although a
hodgepodge grading practice, is often used as a tool to boost student motivation in prompt
assignment completion; however, there is a lack of research to support this. The current study
was designed to analyze the impact that a working lunch session, where students have the
opportunity to make up missing assignments, verses a zero in the grade book, without the
opportunity to make up missing work, can have on adolescents’ completion rate and academic
achievement in mathematics. The 13-week study focused on seventh grade mathematics
students in a Title I middle school in North Georgia. Along with the numerical data, students’
pre- and post-interviews were conducted to get a qualitative perspective on students’ views of
punishment and how they think and feel that a zero in the grade book verses a working lunch
session impacts their motivation and self-regulation to complete assignments on time and grow
academically in mathematics. The intended goal of the current study will be to add to the body
of research related to the use of reinforcement and its impact on student motivation as well as
determine if giving zeros or a working lunch session, common practices in adolescent education,
can have an impact on assignment completion rate and academic achievement.
Keywords: adolescent learners, negative reinforcement verses punishment, student
motivation, assignment completion rate, academic achievement
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CHAPTER ONE: INTRODUCTION
Background
Grades have consistently had an important place in America’s educational system since
the 1800s (Hirschenbaum, Simon, & Napier, 1971). Today, progress reports and report cards are
still given multiple times throughout the school year to display student academic achievement,
content mastery, and learning growth. Grades from those progress reports and report cards are
analyzed by students, parents, teachers, and administrators to determine students’ academic
progress and abilities. However, research suggests that grading in many classrooms today are a
“hodgepodge” of criteria ranging from student learning to behavior (Grimes, 2010). With
variables such as student behavior, motivation, attendance, organizational skills, and teacher bias
impacting students’ grades, the validity of students’ grades is in question. Various measurement
experts agree that behaviors that are non-academic such as motivation, classroom behavior, and
attendance should be evaluated separately from a student’s grade; however, many teachers
continue to include non-academic factors such as these in their grading practices (Canady &
Hotchkiss, 1989; Frisbey & Waltman, 1992).
Buffum, Mattos, and Weber (2009) write that grading practices are powerful tools that
teachers can use to inspire or extinguish the desire for students to learn. The writers went on to
state that this is especially true in instances where a student has had a history of doing poorly.
However, the use of zeros is a prevalent practice in classrooms across the United States even
though it is an inaccurate reflection of students’ abilities (Raebeck, 1993). This could be largely
in part to the fact that teachers often have a lack of formal training in successful grading
practices (Stiggins, 1993) and often revert back to the grading practices that were used by their
teachers (Guskey & Bailey, 2011). Guskey (2004) argues that, “Teachers see zeros as their
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ultimate grading weapon” (p. 50). Therefore, zeros are given as punishment for a variety of
reasons ranging from assignments being late to misbehaving in class (Canady & Hotchkiss,
1989; Stiggins & Duke, 1991). Although teachers see assigning a zero as an academic
punishment, many believe that the punishment is “justified and deserved” (Guskey, 2004, p. 50).
Guskey (2004) goes on to argue that teachers should consider alternatives to zeros such as
issuing an “I” or “incomplete” grade until the assignment is turned in, report non-academic
content such as behavior and motivation separately from the academic grade, or changing the
grading scale.
Along with the issue of the validity of grading practices taking place in schools across the
United States and the use of zeros as punishment in grading, the motivation to learn and the
organizational skills to complete and turn-in assignments in the adolescent years is also a
concern. Elam (1989) writes that teachers have an ongoing concern with students’ lack of
interest in academics. Research has found that motivation in adolescent learners declines as
these students move from elementary to secondary education (Van der Werf, Opdenakker, &
Kuyper, 2008; Wigfield, Eccles, & Rodriguez, 2006). Along with a decline in motivation,
adolescents experience biological, cognitive, self-concept, and identity changes in early
adolescents that are all contributing factors to the adaptation of these students’ academic
performances (Wigfield et al., 2006).
Organizational issues increase in severity as students progress in their academic years as
well (Booster, DuPaul, Eiraldi, & Power, 2010; Langberg et al., 2010). Middle grades are when
those organizational issues tend to escalate the most (Evans, Serpell, & White, 2005). Teachers
will often look for multiple ways to enhance student motivation ranging from a variety of
positive reinforcement, negative reinforcement, and punishment. With research suggesting that
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factors such as effort and motivation being present in teachers’ grading practices as forms of
motivational tools, the question exists of whether the use of zeros is in fact a successful
motivational technique or if an alternative intervention can lead to greater motivation and selfregulation to complete assignments on time as well as lead to greater academic achievement.
Problem Statement
With hodgepodge grading practices prevalent in classrooms across the United States and
adolescent student motivation at an all-time low in their learning processes, it is essential for
teachers of adolescents to incorporate the best research-based grading and motivational strategies
to help engage students in their self-regulation habits to complete and turn in assignments on
time and to increase their academic achievement. Guskey (2007) stated the following:
If teachers follow assessments with high-quality corrective instruction, then students
should have a second chance to demonstrate their new level of competence and
understanding. This second chance determines the effectiveness of the corrective process
while also giving students another opportunity to experience success in learning, thus
providing them with additional motivation. (p.23)
If a second chance in learning should take place, should a second chance to turn in and
complete an assignment not also be present? If that second chance to complete and turn in that
assignment is available for students, does it truly impact their motivation and self-regulation to
complete future assignments on time, and does it enhance academic achievement? These
pressing questions propel further research in to techniques that encourage assignment completion
and academic achievement in adolescents.
With the use of zeros continuing to be a prevalent practice in classrooms across the
United States, it is essential for educators to look for alternative ways of redirecting adolescent
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students’ behaviors so that they are more motivated and organized to complete and turn-in
assignments on time. Along with increasing motivation to turn-in mathematics assignments on
time, it is important to note that a large percentage of American students are at or below
proficiency in mathematics (Lee, Grigg, & Dion, 2007). Therefore, educators should be looking
for practices that will encourage and enhance academic achievement as well as student
motivation. Therefore, outdated and non-research based practices such as offering zeros in the
grade book should be reconsidered when working with adolescents.
Purpose
This research study sought to investigate the impact of a working lunch session, where
students had the opportunity to make up missing assignments, verses a zero in the grade book,
where students did not have the opportunity to make up missing assignments, on adolescents’
assignment completion rate in mathematics as well as academic achievement. The mathematics
assignments in the study examined all assignments given in the classroom whether the tasks were
asked to be completed during the school day or as a homework assignment. The study also
looked at the impact that a working lunch session in lieu of the assigning of zeros in the grade
book had on the validity of grading practices in a middle school setting. It explored the use of a
working lunch session and the use of a zero in the grade book within seventh grade mathematics
classrooms at a Title I middle school in a North Georgia school district. The working lunch
session continued until students turned in the completed assignment, reinforcing the idea that
assignments should be turned-in in compliance with the initial time expectations of the teacher.
When the zero in the grade book was given, students did not have the opportunity to turn in the
assignment at a later time. Qualitative interviews looked at students’ views and feelings of the
working lunch session verses the zero in the grade book, which do they view more as a
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punishment, and whether they thought it could impact or benefit them in their motivation and
self-regulation to turn in assignments on time as well as their academic progress in mathematics.
Research Questions
This study will attempt to answer the following quantitative research questions:
1. A. Is there a significant increase in the mathematics assignment completion rate when a
working lunch session is given for missing assignments verses a zero in the grade book?
Hypothesis 1: A statistically significant increase is present in the mathematics assignment
completion rate when a working lunch session is given for missing assignments verses a
zero in the grade book.
Null Hypothesis: A statistically significant increase is not present in mathematics
assignment completion rate when a working lunch session is given for missing
assignments verses a zero in the grade book.
B. Is there a significant increase in the mathematics assignment completion rate between
sexes when a working lunch session is given for missing assignments verses a zero in the
grade book?
Hypothesis 1: A statistically significant increase is present in the mathematics assignment
completion rate between sexes when a working lunch session is given for missing
assignments verses a zero in the grade book.
Null Hypothesis: A statistically significant increase is not present in mathematics
assignment completion rate between sexes when a working lunch session is given for
missing assignments verses a zero in the grade book.
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2. Is there a significant increase in student academic achievement in mathematics when
students are given a working lunch session for missing assignments verses a zero in the
grade book?
Hypothesis 1: A statistically significant increase will be present in students’ performance
on a mathematics summative assessment after students are given a working lunch session
for missing assignments verses a zero in the grade book.
Null Hypothesis: A statistically significant increase will be not be present in students’
performance on a mathematics summative assessment after students are given a working
lunch session for missing assignments verses a zero in the grade book.
While addressing the research questions, the study will either accept or reject the hypotheses.
Along with the quantitative data, qualitative student pre- and post-interviews will be
administered to address the following questions:
1. How do adolescents view a zero in the grade book without a makeup opportunity?
2. How do adolescents view a working lunch with an opportunity to make up a missing
assignment?
3. How do adolescent students view punishments and negative reinforcers in helping
motivate them to complete mathematics assignments on time?
4. In what ways did adolescent students' views of the zero in the grade book versus a
working lunch session change over time?
Identification of Variables
The independent variable in all of the research questions will be the intervention phases,
the first four-and-half weeks where a zero in the grade book without the opportunity to make up
a missing assignment and the last nine weeks where students are given a working lunch session
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until the assignment is turned in in lieu of a zero in the grade book. When running and analyzing
statistical analyses for the second part of the first research question, sex also becomes an
independent variable. The dependent variable in parts A and B of the first research question is
the percentage rate of students’ on-time assignment completion. The dependent variable in the
second research question is academic achievement as measured by the normalized mean item
gain scores from the pretest, mid-test, and posttest results.
Definitions
Assignment completion rate- the percentage of assignments that a student completes and
turns in on time as set by the classroom teacher.
Motivation- Parkay, Hass, and Anctil (2010) write that “motivation is the urge to act,
which results from a stimulus” (p. 189). Ferguson (2000) suggests that motivation is a person’s
inner drive to do or complete something. Motivation can also be seen as a force that encourages
actions toward accomplishing a task or goal (Eggen & Kauchak, 1994). In classrooms, many
teachers measure motivation as a student’s inner drive to pay attention in class as well as
complete and turn in class or homework assignments on time. In this study, motivation will
serve as the dependent variable and will be measured by the number of assignments that were not
turned in to the teacher or the number of working lunch sessions that a student had to serve. A
student turning in all assignments would be considered to have more motivation in comparison to
a student that has four missing assignments or four working lunch sessions.
Negative Reinforcement- Negative reinforcement can be defined as taking away a
negative consequence so that the desired behavior can be repeated (Schermerhorn, Hunt, &
Osborn, 2003). In this study, the researcher will determine what students view as a negative
reinforcement, a zero in the grade book or a working lunch session, through qualitative
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interviews. The researcher views the working lunch session as a negative reinforcement because
the working lunch session takes students away from social time in order to complete a missing
assignment, reinforcing the idea that students must turn in all assignments and that they should
be turned in during the time expectations set in place by the teacher. However, students could
view this more as a punishment.
Normalized Gain Score- Hake (1998) introduced and defined a normalized gain score as
“a rough measure of the effectiveness of a course in promoting conceptual understanding” (p.
66). This score is calculated by subtracting the pretest score from the posttest score and dividing
that number by the total number of items minus the pretest score. The normalized gain score is
often described as “the amount students learned divided by the amount they could have leaned”
(McKagan, Sayre, & Madsen, 2017, para. 1).
Punishment- Punishment is when a negative consequence is given after an undesired
behavior occurs. The researcher views the zero in the grade book without the opportunity to
make up a missing assignment as a punishment. However, the researcher will conduct
qualitative interviews to determine if students view the zero in the grade book or the working
lunch session as more of a punishment.
Self-regulation- Zimmerman (1989) defined self-regulation in students as “the degree that
they are metacognitively, motivationally, and behaviorally active participants in their own
learning processes” (p. 329). Since turning in an assignment on time is a student’s self-regulated
act, self-regulation will be measured by the number of missing assignments in the first four-anda-half weeks of this study and the number of working lunch sessions served in the last nineweeks of the study.
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Social Cognitive Theory- Social Cognitive Theory, SCT, is a learning theory proposed by
Albert Bandura in the 1970s (Schunk, 2016). This theory postulates that leaning can take place
in a variety of social contexts with self-regulation, motivation, self-efficacy, and cognition all
being major components of the learning process (Bandura, 1986). A summative review of the
major facets of the SCT are discussed in chapter two.
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CHAPTER TWO: REVIEW OF THE LITERATURE
This chapter includes a comprehensive summation of Behaviorism and Social Cognitive
Theory as they relate to learning. The in-depth look at these two theories will provide a
theoretical framework for the present study. In addition, this chapter will include a review of
literature that pertains to the variables and concepts presented in this study. The literature review
will look at the following concepts: historical context of grading, standards-based grading, nonachievement criteria in grading, social and cultural context of grading practices, punishment,
adolescent learning, assignment completion, and the use of working lunch sessions in a school
setting.
Conceptual or Theoretical Framework
There are two major camps of learning theories with specific assumptions on motivation:
behavioral and cognitive. These two theories see motivation very differently, especially in the
way that a targeted behavior will recur after a reward is taken away. A recurring issue in the
research of motivation is the impact that positive or negative reinforcement can have on intrinsic
motivation, a person’s inner drive to complete a task for the sole purpose of inner satisfaction.
This issue stems from the vast differences in behavioral and social cognitive theories. The two
theories vary greatly in their thinking on the implications of internal and external motivation on
individuals. In addition to motivation, the two theories have different views on self-regulation
and self-efficacy practices.
Behaviorism. Behaviorism, founded by John B. Watson, was the leading psychological
discipline for the first half of the 20th century (Schunk, 2016). Watson believed that in order for
psychology to become a science, it was necessary to study observable and measurable
phenomena; therefore, he believed that behavior was the observable and measurable variable to
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be studied (as cited in Schunk, 2016, p. 73). Although his research did not include the study of
education, Watson’s emphasis on environment would later be seen in conditional theories of
learning in such researchers as Skinner (Schunk, 2016). While all theories deal with behavior in
some ways, the behaviorist conditioning theory of learning “explains learning in terms of
environmental events. While not denying the existence of mental phenomena, these theories
contend that such phenomena are not necessary to explain learning” (p. 73). Behaviorists view
people’s actions as responses to stimuli (Hueser, 1999). Hueser also stated that behaviorists’
view that a stimulus-response relationship can predict and control behaviors. This conceptual
framework will look at connectionism, classical conditioning, contiguous conditioning, and
Skinner’s operant conditioning.
Connectionism. The connectionism theory of learning was developed by Edward L.
Thorndike, an American psychologist (as cited in Schunk, 2016, p. 74). In his theory, Thorndike
suggested that learning involves “forming associations (connections) between sensory
experiences (perceptions of stimuli or events) and neural impulses (responses) that manifest
themselves behaviorally” (as cited in Schunk, 2016, p. 74). His belief in trial and error learning
began through studying animals. This gradual, or incremental, learning happens when the
learner repeats a variety of attempts to reach their learning task or goal until success is reached.
In this theory, conscious awareness is not necessary; rather, the learning connections are made
through repetition.
Trial and error learning can be seen in the Laws of Exercise and Effect (Schunk, 2016).
The law of use and the law of disuse, components of the laws of exercise and effect, are present
in Thorndike’s theory (as cited in Schunk, 2016, p. 75). The law of use is when “A response to
stimulus strengthens their connection” and the law of disuse is when “A response to a stimulus is
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not made, then the connection’s strength is weakened, or forgotten” (Schunk, 2016, p. 75). Also,
the law of effect, learning that happens when rewarding a consequence takes place or no learning
happens when an annoying consequence takes place, is also part of Thorndike’s learning theory.
Thorndike and Woodworth’s study in 1901 found that transfer, or generalization, does not
always take place in learning (as cited in Schunk, 2016, p. 76). For example, having the skills to
find the area of circle does not mean that a student can effectively find the area of a square.
Those differing skills should be explicitly taught. In addition, Thorndike was not a proponent of
drilling practice in order to learn; instead, he suggested teaching specific skills in different
contexts in order for greater learning and understanding. Schunk (2016) gave the example of
teacher education degree teachers learn better in actual classroom environments by learning and
working with students than through reading textbooks or watching videos.
Although important to the history of the behaviorist viewpoint, it is important to note that
Thorndike revised and even discarded parts of his laws of exercise and effect after further
research contradicted his findings (as cited in Schunk, 2016, p. 76). For example, he found that
just repetition did not always ensure “Stamp in responses;” therefore, he completely discarded
the law of exercise. He found that without feedback it is unlikely for a same behavior to be
carried out. In regards to the law of effect, Thorndike later found that rewards can strengthen
connections but “punishment does not necessarily weaken them” (as cited in Schunk, 2016, p.
77). Punishment does not teach the new behavior; it only educates the learner on what not to do.
In Brown and Burton’s study (1978), they found that when students have learned a math problem
solving technique incorrectly, they will not forget the incorrect method even after they have been
taught and correctly use the correct method.
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Thorndike added knowledge to the field of education in a few ways (as cited in Schunk,
2016, p.77). First, he encouraged educators to help students form good habits and teach content
with practical application. Secondly, he had very specific beliefs on the sequence of curricula
being taught and introduced to learners. He believed that curricula should be taught right before
a time when it could be applicable to a learner’s life, and curricula should be integrated in
multiple subject areas. For example, the skill of finding main idea can be taught in reading class
but also in reading social studies and science texts.
Classical Conditioning. Theorized by the salivating dog study and writings of Ivan
Pavlov, classical conditioning is the theory that an unconditioned stimulus (UCS) will elicit an
unconditioned response (UCR) (Schunk, 2016). When a conditioned stimulus (CS) is later
presented, a conditioned response (CR), much like the UCR, then presents itself. A CR can
eventually disappear once the CS is no longer repeated frequently; this is known as extinction (as
cited in Schunk, 2016, p. 79-80). However, spontaneous recovery can occur over a period of
time if a CR presents itself after a CR has been re-presented. Pavlov also theorized that higherorder conditioning can occur when CS can be paired with a different, new stimulus. While
higher-order conditioning is still not very well understood, an example of this is believed to be
why test failure can eventually lead to the connection of test taking and anxiety or stress.
Emotional responses have been linked to classical conditioning (Watson & Rayner,
1920). For example, in the highly cited Little Albert experiment performed by Watson, baby
Albert was studied for a two-month period. Albert began the study with no fear of a white rat
that was presented in front of him. Later, a steel bar was rung with a hammer when Albert
would reach for the same white rat. The loud noise would generate a scared reaction from
Albert. This same sequence was repeated. After a week’s time, Albert would reach out and
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quickly move his hand away from the white rat. Soon after that, Albert only reacted with a
fearful, negative reaction when around the rat. Generalization, the same reaction present when a
similar stimulus is presented, also occurred with other small animals such as a rabbit and a dog.
It is important to note that the validity of this highly cited study has been questioned recently in
that new evidence has shown that Albert was neurologically impaired (Bartlett, 2012). He died
of hydrocephalus at the age of six and had never learned to talk or walk either. Therefore,
current researchers and psychologists find it problematic to use this study as evidence of classical
conditioning generating emotional responses. In Schunk’s (2016) example of emotional
conditioning in education, he mentions that kindergarteners’ first days of schools can often be
associated with fear and nerves. Therefore, he suggests touring the school before the actual
school year starts as well as incorporate fun, calm activities on the first few days of schools so
that positive emotions will be associated with going to school. The positive emotional responses
will lead to positive emotions and attitudes towards school.
Contiguous Conditioning. Edwin R. Guthrie added to the body of behavioral studies
when he theorized that learning takes place with associations through movements or acts, largescale sets of movements (as cited in Schunk, 2016, p. 84). Schunk (2016) writes that “contiguity
learning implies that a behavior in a situation will be repeated when that situation occurs” (p.
81). Guthrie went on to say that forgetting takes place when new learning triggers a response
from a stimulus that is different from what that stimulus originally triggered (as cited in Schunk,
2016, p. 85). Schunk (2016) stated the following:
Although Guthrie did not suggest that people learn complex behaviors (e.g. solving
equations, writing papers) by performing them once, he believed that initially one or
more movements become associated. Repetition of a situation adds movements,
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combines movements in to acts, and establishes the act under different environmental
conditions.” (p. 84)
Guthrie believed that rewarding responses was not necessary in order to learn (as cited in
Schunk, 2016, p. 85). The use of flash cards to associate multiplication facts with their answers
as well as connecting a chemical symbol with its scientific name are just a couple of examples of
contiguity in learning that is often seen in classrooms.
Another important aspect of Guthrie’s contiguous conditioning is forming habits and
change (as cited in Schunk, 2016, p. 85). He believed that habits were behaviors that have been
associated with many cues. Schunk (2016) gave the example of linking desired school behaviors
such as treating others with kindness to multiple cues such as the classroom, playground, and
cafeteria. When the desired behavior is linked with the multiple cues, the many different
locations, the behavior of showing kindness to others would become a habit. Guthrie also
believed that punishment had no effect on changing undesirable behaviors (as cited in Schunk,
2016, p. 87). He believed that changing habits required “replacing them with desirable ones”
(Schunk, 2016, p. 87). Although not all of Guthrie’s theories are accepted today, contiguity is
still prevalent in theories of learning today.
Operant Conditioning. One of the most well-known behaviorists with theories on
learning is B. F. Skinner (Schunk, 2016). After studying and then theorizing operant condition,
he later applied those ideas to education in his book The Technology of Teaching. B. F. Skinner
wrote that children gain knowledge through the reinforcement of behaviors, not simply their
experiences in an environment (Hueser, 1999). Other than newborn inherited behaviors such as
crying and sucking, Skinner believed that all other behaviors in life are learned behaviors caused
by a response to a stimulus. Much of his learning theory has been “discredited by current
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learning theories because it cannot adequately explain higher-order thinking” (Schunk, 2016, p.
88). His ideas on operant conditioning continue to be used as a way of “enhancing student
learning and behavior” (Schunk, 2016, p. 88).
Skinner defined learning as “the re-assortment of responses in a complex situation” and
conditioning as “the strengthening of behavior which results from reinforcement” (as cited in
Schunk, 2016, p. 89). A few of the basic processes of operant conditioning consist of
“reinforcement, extinction, the Premack principle, punishment, schedules of reinforcement,
generalization, and discrimination” (Schunk, 2016, p. 89). Reinforcement is strengthening a
response or making the response “more likely to occur” (Schunk, 2016, p. 89). A reinforcer is
when a stimulus followed by a response strengthens a response. It is extremely important to note
that “because reinforcers are defined by their effects, they cannot be determined in advance”
(Schunk, 2016, p. 90). The only way to determine if something is a reinforcer is to test it to see
if it produces any effects. Skinner wrote that reinforcers can often be predictable in learning
such as teacher praise, free time, privileges, and high grades (as cited in Schunk, 2016, p. 91).
However, “one can never know for certain whether a consequence is reinforcing until it is
presented after a response and we see whether behavior changes” (Schunk, 2016, p. 90).
Discriminative stimulus is often referred to as the ABC model (Schunk, 2016). An
antecedent (discriminative stimulus) is followed by a behavior (response) which leads to a
consequence (reinforcement). There are two different types of reinforcements: positive and
negative. Positive reinforcement is when a stimulus is added following a response so that it will
increase the likelihood of a particular response to a given situation. A negative reinforcement is
different from a positive reinforcement in that instead of adding a stimulus, the stimulus is taken
away following a response. Schunk gave the examples of loud noises, bright lights, and low
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grades as negative reinforcement. Positive and negative reinforcement is often used in the
classroom setting as a way to reinforce desirable school behaviors such as teacher praise, high
grades, honors, and privileges. Extinction can occur when a response declines due to nonreinforcement (as cited in Schunk, 2016, p. 91). Schunk (2016) gave the example of a student
that raises his or her hand in class but never gets called on will eventually stop raising his or her
hand because the behavior was never reinforced with a response. Another common practice of
operant conditioning in the school setting is the use of punishment. Skinner writes that
punishment is taking away a positive or negative reinforcement following a response in order to
“decrease the future likelihood of responding to a stimulus” (as cited in Schunk, 2016, p. 93).
Punishment can “suppress a response but does not eliminate it” (Schunk, 2016, p. 93). This is
seen when a punished response returns after the threat of punishment is no longer given. Some
examples of common punishments in school settings are loss of privileges, being taken out of the
classroom, receiving In-School Suspension or Out-of-School Suspension.
Shaping, or “learning by doing with corrective feedback” (Schunk, 2016, p. 98) is
operant conditioning’s model for shaping behavior. In order to shape behavior, the following
sequence should be followed:
Identify what the student can do now. Identify the desired behavior. Identify potential
reinforcers in the student’s environment. Break the desired behavior into smaller subsets
to be mastered sequentially. Move the student from the initial behavior to the desired
behavior by successively reinforcing each approximation to the desired behavior.
(Schunk, 2016, p. 98)
Behavior modification is also a technique that has commonly been used in the classroom,

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

18

counseling settings, and even prisons for a variety of reasons including the treatment of
disruptive behaviors (Becker, 1971; Ulrich, Stachnik, & Mabry, 1966). Behavior modification
techniques include “reinforcement of desired behaviors and extinction of undesired ones”
(Schunk, 2016, p. 100).
While the behaviorist views have often been challenged, especially by social cognitivists,
being that internal events such as thoughts and feelings are not accounted for in their impact on
learning and behavior, behaviorist principles are still widely used without having to side solely
as a behaviorist (Schunk, 2016). Schunk (2016) gave the following as an example: “Establishing
a conducive learning environment and reinforcing students for learning are desirable regardless
of one’s theoretical perspective” (p. 101).
Social Cognitive Theory- Conceptual Framework for Learning
Social cognitivists have differing views on how learning takes places. Some important
components of the social cognitive theory in contrast to the behaviorists’ views are their thoughts
on the role of motivation, self-efficacy, and self-regulation practices on learning (Conner &
Norman, 2005). Social cognitive theory (SCT) began in the 1970s with a change from looking at
behavior to cognition (Schunk, 2016). Until Bandura’s Social Learning Theory which was
published in 1977, researchers looked at how learning took place based on receiving
consequences for behavior. However, SCT viewed cognition in having a major impact on
motivation, actions, and thoughts. Bandura (1993) argued that “Trial and error learning [could
be] shortcut through social modelling of knowledge and competencies” (p. 127). He defined
social modelling as creating new behaviors through thought and not simply by what someone has
seen or heard. He went on to state that “people are actors as well as products of their
environment” (Bandura, 1993, p. 128). Bandura’s writings of the social cognitive theory viewed
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that “individuals are self-organizing, proactive, and self-regulating” (Pajares, 2002, para. 2). In
his studies on observational learning, Bandura found “people could learn new actions by
observing others perform them” (Schunk, 2016, p. 117). Performing the actions and
reinforcement was not necessary in order for an observer to learn. In contrast to Skinner’s
model, Bandura believed that people do have control over their actions and thoughts and that
people do not make changes in their actions simply through reinforcement (Pajares, 2002).
Social cognitivists’ theorize that cognition, the mental action of gaining knowledge and
understanding through thinking, is an important process in learned and recurring behaviors
(Pajares, 2002). Pertaining to the cognitivists’ view, Hueser (1999) wrote “An event stimulates
an individual in to another event such as storing new leaning into memory. In the future, similar
events can cause an individual to remember the previous event of that type” (p. 56). So, where
behaviorists believe that actions are all learned through a stimulus-response process, social
cognitivists place an importance on behaviors and learning in the thinking process that takes
place after a stimulus is presented (Hueser, 1999).
Reciprocal Interactions. Bandura (1986) wrote that human behavior was made up of
reciprocal interactions between environmental variables, behaviors, and cognition. Those
interactions can then be seen in a student’s perceived self-efficacy, people’s beliefs of their
abilities to carry-out an action in order to learn or perform a behavior (Schunk, 2016). Schunk
found that in the interaction of self-efficacy and behavior, self-efficacy can have a great
influence on achievement in areas such as “Choice of tasks, persistence, effort expenditure, and
skill acquisition” (as cited in Schunk, 2016, p. 119). As students make progress throughout their
learning experience, it signifies to them that they are capable of learning and succeeding in that
area. Therefore, their self-efficacy increases for continued learning (Schunk, 2016).Reciprocal
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interactions can often be seen in the classroom (Schunk, 2016). Schunk (2016) gave the
following example:
Students think about what the teacher is saying (environment influences cognition- a
personal factor). Students who do not understand raise their hands to ask a question
(cognition influences behavior). The teacher reviews the content (behavior influences
environment). Eventually the teacher gives students work to accomplish (environment
influences cognition, which influences behavior). As students work on the task, they
believe they are performing it well (behavior influences cognition). They decide they
like the task, ask the teacher if they can continue to work on it, and are allowed to do so
(cognition influences behavior, which influences environment). (p. 119-120)
Enactive and Vicarious Learning. Social cognitivists believe that learning takes place
either enactively or vicariously (Schunk, 2016). Enactive learning is learning “through actual
doing” (Schunk, 2016, p. 120). Whereas, vicarious learning is learning that takes place by
observing models perform (Schunk, 2016). Enactive learning can be learning by observing the
consequences of a person’s actions. In contrast to other theories, SCT believes that behavioral
consequences provide information and motivation. Schunk (2016) writes that “people strive to
learn behaviors they value and believe they will have desirable consequences, whereas they
avoid learning behaviors that are punished or otherwise not satisfying. People’s cognitions,
rather than consequences, affect learning” (p. 121).
In contrast, vicarious learning is when a person does not perform during learning
(Schunk, 2016). For example, a person can learn that it is unsafe to approach a wild animal
while on an African safari through a website, book, or educational television show. It is not
necessary for the person to actually go to Africa and experience the dangers and consequences of
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approaching a lion in the wild. Sources of vicarious learning can be found in observing or
listening to a live person (such as a key note speaker or teacher), observing or listening to a nonhuman or symbolic character (such as a cartoon character), through electronics (such as the
internet or an e-text), or in print such as a textbook or periodical (Schunk, 2016). In 2012,
Schunk wrote that complex skills are typically learned through a combination of performing and
observing.
To go a step further, observational learning can often take place without reinforcement or
a goal as well (Schunk, 2016). This is known as latent learning. Performance is impacted by
reinforcement, not learning, and performance is impacted by a variety of factors such as
motivation, incentives, interest, the need to perform, and social pressures.
Self-Regulation. Bandura (1986) wrote about the impact of self-regulation in learning.
He stated the following:
Another distinctive feature of social cognitive theory is the central role it assigns to
self-regulatory functions. People do not behave just to suit the preferences of others.
Much of their behavior is motivated and regulated by internal standards and selfevaluative reactions to their own actions. (Bandura, 1986, p. 20)
Zimmerman, a leading researcher in the expansion of self-regulation in academics,
defined self-regulation as “self-generated thoughts, feelings, and actions for attaining academic
goals” (Zimmerman, 1998, p. 73). Self-regulatory practices such as self-monitoring and
motivational beliefs such as self-efficacy and intrinsic interest are said to be predictive of
academic success when used during studying (Schunk & Zimmerman, 1998). Students can
exhibit self-regulatory learning processes such as paying attention to instruction, processing
knowledge, working on memorizing information, and goals for learning outcomes (Schunk,
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1989). Zimmerman also writes that in according to the social cognitive theory, “People must
develop skills in regulating the motivational, affective, and social determinants of their
intellectual functioning as well as the cognitive aspects” (as cited in Bandura, 1993, p. 136).
Research has been conducted using the social cognitive theoretical framework to analyze selfregulation’s role in students’ academic success and learning growth.
In a study conducted by Zimmerman and Martinez Pons (1986), 80 tenth-grade high
school students, 40 from a high-achievement track and 40 from a low-achievement track, were
interviewed to get a glance of their self-regulation strategies used in either the classroom, on
homework, or in study time. The researchers found that high self-regulated learners had greater
achievement than low self-regulated learners, as measured by standardized achievement test
scores. Therefore, social cognitivists argue that self-regulation plays an important role in
academic growth and achievement.
Zimmerman later studied with Bandura and Martinez Pons (1992) and found that selfregulation skills in students provide the ability to withstand difficult and stressing seasons. In
their study with high school students, they tested for the following self-efficacy abilities:
Structure environments conducive to learning, to plan and organize their academic
activities, to use cognitive strategies to enhance understanding, to obtain information and
get teachers and peers to help them when needed, to motivate themselves to do their
school work, to get themselves to complete scholastic assignments within deadlines, and
to stick to academic activities when there are more interesting things to do (as cited in
Bandura, 1993, p. 136).
The researchers found that the greater the self-regulatory efficacy the greater their
efficacy was to master their academic classes (Zimmerman, Bandura, & Martinez Pons, 1992).
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They also discovered that “perceived efficacy promoted academic achievement both directly and
by raising personal goals” (as cited in Bandura, 1993, p. 137). Parental goals and hopes for their
students only had an indirect influence on academic achievement (Zimmerman et al., 1992). The
researchers argued that parents should build self-efficacy in their children, not simply set
academic goals and standards for them.
Pintrich and De Groot (1990) conducted a correlation study with 173 seventh-graders in
science and English classrooms in a predominantly white, middle-class school district in
Michigan. During the study, students answered the Motivated Strategies for Learning
Questionnaire (MSLQ) on a seven-point Likert scale (Pintrich, Smith, Garcia, & McKeachie,
1991). The MSLQ included questions about motivation, using cognitive and metacognitive
strategies, managing effort, self-efficacy, test anxiety, and use of learning strategies (Pintrich &
De Groot, 1990). Classroom assignments were analyzed as performance data. Analysis of the
MSLQ results showed a positive relationship between self-efficacy and student’s cognitive
engagement and performance. Self-regulation, self-efficacy, and test anxiety were found to be
the best predictors of academic performance. The researchers also discussed that “student
involvement in self-regulated learning is closely tied to students’ efficacy beliefs about their
capability to perform classrooms tasks and to their beliefs that these classroom tasks are
interesting and worth learning” (Pintrich & De Groot, 1990, p. 38). However, those motivational
beliefs are not directly connected with academic performance; self-regulation in learning seems
to be a greater predictor for academic performance. Therefore, “Students need to have both the
will and the skill to be successful in classrooms” (Pintrich & De Groot, 1990, p. 38).
Modeling Processes. Modeling is an extremely important aspect of the social cognitive
theory (Schunk, 2016). It has been defined as the behavioral, emotional, and cognitive changes
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that take place due to the observance of models (Zimmerman, 2013). The three functions of
modeling are response facilitation, inhibition and disinhibition, and observational learning.
Response facilitation is when a modeled action serves as a cue for an observer’s actions. For
example, if a student walks in to a classroom and observes the other students all standing in a
particular area of the room, the modeled actions guide the observer to also go over to the specific
corner of the room (Schunk, 2016). Chartrand and Bargh (1999) found that response facilitation
can happen without conscious awareness by the observer; the observer simply copies those same
behaviors and mannerisms that they observe in a social setting. This is also known as the
chameleon effect.
When a person is punished for a particular action, inhibition occurs in the observer so that
the observer either never attempts or stops those same actions (Schunk, 2016). When prohibited
or threatening actions take place by a model and no negative consequences are given, then
disinhibition, carrying out those same actions, could take place in the observer. This can be seen
sometimes in the classroom if a teacher ignores or does not get on to students that are acting
against classroom rules. Other students observe that negative consequences were not given to
those students therefore leading to some observers displaying those same actions later.
Bandura (1986) wrote that there are four processes in observational learning: attention,
retention, production, and motivation. It is essential that an observer is attentive to the event in
order for modeling to take place (Schunk, 2016). A variety of things can encourage greater
observer attention to the event such as task features like color, size, and sound as well as
modeled activities that observers deem as important. For example, an observer will likely be
more attentive to a teacher speaking because the observer often deems what the teacher is doing
and saying as important. Also, teachers tend to use bright colors and creative visuals so that

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

25

observers are more likely to pay attention. Retention is the process of “cognitively organizing,
rehearsing, coding, and transforming modeled information for storage in memory” (Schunk,
2016, p. 126). Production is the process of translating modeled actions in to an observers’
behavior. As mentioned earlier, complex skills are typically not learned solely through
observation; however, with practice, feedback, and re-teaching those complex skills can be
learned and perfected. Lastly, motivation is an extremely important process of observational
learning because learners will often perform what they feel will produce rewarding results and
avoid those actions that they feel will end in negative or unsatisfying results.
Cognitive Skill Learning. Teachers often model cognitive skills as a pedagogical
practice in the classroom (Schunk, 2016). For example, a math teacher would describe the
thinking that is taking place in their mind as they work through the steps of a math problem.
Teachers will often model multiple cognitive skill strategies to target the different learning styles
that are in the classroom. Research has shown that using cognitive modeling along with
explanation has a positive impact on student learning verses just explanation alone (Rosenthal &
Zimmerman, 1978; Schunk, 1981).
Influences on Learning and Performance. There are numerous factors that can
influence and effect learning such as "developmental status, model prestige and competence,
vicarious consequences, outcome expectations, goal setting, values, and self-efficacy" (Schunk,
2016, p. 131). Different stages of development typically improve individuals' attention spans,
their capacity to use strategies and process new information, and learn from models (Schunk,
2016). Intrinsic motivation also grows with development which can be directly tied to
learning. Wigfield and Eccles (2002) write that stages of development significantly impact
learning. Self-regulation abilities and the ability to stay focused for longer periods of time
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significantly increase with age (Wigfield & Eccles, 2002). Young children are often motivated
by consequences that could arise from their actions; as children grow in maturation, their
motivation is often directly tied to their goals and values (Bandura, 1986). Individuals are more
likely to learn from models that they deem prestigious and competent (Schunk, 2016). For
example, high school students could really listen and learn from individuals that had recently
graduated and that had recently gone through experiences that current high school students are
going through. As students relate to models, they can sometimes focus and learn more. Schunk
(2016) states the following:
Vicarious consequences to models can affect observers' learning and performance of
modeled actions. Students who observe models rewarded for their actions are more
likely to attend to the models, rehearse and code their actions for retention, and be
motivated to perform the same actions. (p. 133)
Bandura (1986) writes that vicarious consequences inform and motivate observers.
Summary. This study will use qualitative research questioning to gain insight on
students’ perceptions of what they consider as more of a punishment: a zero in the grade book
without the opportunity to make up a missing assignment or a working lunch session where
students are given the time and a quiet space to complete missing work. Although it could be
assumed that a zero in the grade book would be seen as a punishment, students’ responses will
provide clarification on what students perceive as a punishment and a negative reinforcement.
Being that the determination of a variable as a reinforcer is to test it to see if it produces any
effects (Schunk, 2016), the researcher will analyze the quantitative data to determine if the zero
in the grade book or the working lunch session actually impacts students’ assignment completion
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and achievement in mathematics. Further analysis of the theoretical framework will be discussed
in the findings and discussion section.
Review of the Literature
Historical Context. Grades have consistently had an important place in America’s
educational system since the 1800s (Hirschenbaum, Simon, & Napier, 1971). Today, progress
reports and report cards are still given multiple times throughout the school year to display
student academic achievement, content mastery, and learning growth. Grades from those
progress reports and report cards are analyzed by students, parents, teachers, and administrators
to determine students’ academic progress and abilities. However, research suggests that grading
in many classrooms today is a hodgepodge of criteria ranging from student learning to behavior
(Grimes, 2010). With variables such as student behavior, motivation, attendance, and teacher
bias impacting students’ grades, the validity of students’ grades is in question. Many
measurement experts agree that behaviors that are non-academic such as motivation, classroom
behavior, and attendance should be evaluated separately from a student’s grade; however, many
teachers continue to include factors such as these in their grading practices (Canady &
Hotchkiss, 1989). Because of the many issues that can arise from traditional grading practices,
some school systems have even moved from a traditional grading style to a standards-based
grading style that aims to better reflect student learning rather than other factors such as effort
and behavior (Brookhart, 2011).
Grading in America’s educational system has long been a topic of discussion for
educators, researchers, parents, and students. Numerous articles and books concerning grading
have been written. Studies concerning this topic have also been carried out dating back to the
early 1900s (Hirschenbaum, Simon, & Napier, 1971). Some of the earliest studies concerning
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grading were carried out by Starch and Elliott (1912, 1913a, 1913b). Starch and Elliott studied
the assigned grades on English, history, and mathematics test papers of a variety of students. In
their 1912 study of two English essays, they found wide variability in teachers’ scoring of the
same essays. The first essay’s scores ranged from 64 to 98 points, and the second paper’s scores
ranged from 50 to 97. Starch and Elliott (1913a, 1913b) carried out the same sort of study, only
this time they looked at the subjects of mathematics and history. The researchers again found
that assigning percentage grades has a wide range of discrepancy.
With early 20th century research being conducted relating to variability in grading,
Twerilliger (1966) later posed this question concerning grading: “What should be the primary
basis for assignment of marks” (p. 33). Although this question was posed fifty years ago, it
continues to be a pertinent question for America’s educational system even today as the
controversy of grading is still prevalent. Brookhart (2011) argues that today’s educators
continue to have conflicting and passionate viewpoints about what grades should reflect. Some
argue that grades should simply reflect academic achievement, while others are proponents for
grades to also reflect effort and motivation.
Rademacher (2000) states “Few topics in education are more controversial than grading,
reporting, and communicating students’ learning” (p. 151). In her article Involving Students in
Assignment Evaluation, she writes about the evaluation of learning based on Guskey’s writings
in 1996. The writer states that the primary goal of reporting and grading is communication
(Rademacher, 2000). The goal of that communication should be to provide important
information to students and parents in an effective and easily understood method. Secondly,
reporting where additional practice is necessary to improve skills is an extremely important part
of the learning process. For example, if a low grade is given with no additional feedback on how
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or why the student scored this along with areas of improvement, then the grade is really of no use
to the student or the parent. Rademacher (2000) writes that teachers should really think through
their assigning and evaluating practices. She writes that teachers should plan meaningful
assignments that are aligned with the taught content and that are interesting assignments varied
from the typical worksheet format. All pertinent information should clearly be articulated in the
presentation of an assignment. Clear directions should be provided as well as time provided for
students to ask any questions about the directions. Lastly, she writes that students should be
“actively involved” in the evaluation process as it “empowers them and gives them control over
their own learning” (Rademacher, 2000, p. 153).
Standards-Based Grading. One major change in the present historical evolution of
grading has derived from educators questioning traditional grading practices (Brookhart, 2011).
In traditional grading practices “one grade sums up achievement in a subject, and that one grade
often includes effort and behavior” (Brookhart, 2011, p. 10). Some school systems have
switched to a standards-based grading system as a means of ensuring the validity of grading
practices taking place by all teachers in a district (Brookhart, 2011). In standards-based grading,
there are typically several grades for one subject, and those grades sum up strictly achievement.
Effort and behavior are then reported separately from the academic, standards-based report.
“Standards-based grading is based on the principle that grades are not about what students earn;
they are about what students learn” (Brookhart, 2011, p. 13) Once a school has decided that
grades should strictly reflect achievement only, then teachers must find another way to deal with
missing assignments other than counting a F or a zero (Brookhart, 2011).
Olson (1994) writes that some schools have converted to standards-based grading so that
parents can have a better idea of what students understand or do not understand. Long checklists
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of skills and subtopics take the place of one letter grade or percentage score on a broad subject
such as reading. Standards-based grading is one way that systems have attempted to alleviate
hodgepodge grading practices. However, this study will seek to find another way to validate
grading practices while also determining if assignment completion rate and academic
achievement can be affected through variables related to negative reinforcement and punishment.
Non-Achievement Criteria in Grading. The term hodgepodge grading was first used by
Brookhart (1991). This terminology defined grading practices that used a combination of
achievement, attitude, and motivation in the overall score of students. Cross and Frary (1999)
carried out a study on behalf of a school district that was concerned with the current grading
practices taking place in the schools, especially at the secondary level; the district was concerned
that hodgepodge grading practices were prevalent in the schools. Three hundred and seven
middle and high school teachers as well as 8664 middle and high school students participated in
the anonymous survey. In the teacher survey, teachers were asked to “describe their actual
grading practices, their opinions regarding testing and grading, and to identify their school level,
teaching experience, and teaching field” (Cross & Frary, 1999, p. 55). In the student survey,
students were asked about what teachers placed importance on concerning grading as well as
students’ satisfaction of grading practices currently taking place in their district. The results
showed that 25% of teachers stated that grades would be raised for good effort, and 33% of
students agreed that effort was considered by teachers in grading practices. An astounding 39%
of teachers verified that non-academic factors such as conduct and attitude were considered in
the overall grading of students. Seventy-one percent of students stated that they supported this
practice, and 30-33% of their teachers incorporated these non-academic factors in their grading
practices. These findings supported the notion that hodgepodge grading practices are prevalent
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in secondary schools and that students are aware and relatively supportive of these practices
despite its inconsistencies.
Randall and Engelhard (2009) conducted a study to examine the differences in grading
practices of elementary verses middle grades teachers. A large metropolitan school district in
the southeast was used as the participants in the study. In this district, the grading policy,
“requires all teachers to assign grades based on student academic progress alone, as defined by
the county’s content standards” (Randall & Engelhard, 2009, p. 176). The researchers analyzed
243 teachers’ responses to 53 generated scenarios in which teachers described students’
characteristics that could affect their grade such as student ability, achievement, effort, and
behavior. The framework guiding the questionnaire for the study was developed using
Guttman’s Facet Theory (Guttman, 1944). The study found significant discrepancies in
elementary and middle school teachers’ grading. Elementary school teachers tended to give
higher grades overall in comparison to middle grades teachers. The findings also concluded that
non-academic behaviors, specifically behavior and effort, could potentially be linked to the
differences in grading practices. “Middle grades teachers were more likely to punish
misbehaving students with lower grades than were elementary school teachers” (Randall &
Engelhard, 2009, p. 184). The findings that middle grades teachers were more likely to punish
students with lower grades supports the need for the proposed research. Teachers are often
looking for ways to better motivate students, even though that at times may mean punishment or
negative reinforcement, this research will seek to look for ways to offer a better option in
providing negative reinforcement to students to better motivate students to turn in assignments
and in a timely fashion without jeopardizing the validity of students’ grades.

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

32

Morrow (2000) looked at the relationship between teachers’ beliefs and attitudes about
themselves and whether these perceptions had any influences on their attitudes and beliefs
towards grading practices. After analyzing the results of the participating teachers on the 34item questionnaire, 90% of teachers stated that “effort should be a mitigating factor when a
student is trying very hard and has low academic ability” (Morrow, 2000, p. 100). In these
situations, teachers felt that the students’ effort and performance should be considered when
determining a grade.
Social and Cultural Context. “What meaning do we want our grades to convey?”
(Brookhart, 2011, p. 10). This is an ongoing, extremely important question that educators across
the United States are asking themselves. Olson (1995) stated the following:
At issue is one of the most sacred traditions in American education: the use of letter
grades to denote student achievement. The truth is that letter grades have acquired an
almost cult-like importance in American schools. They are the primary, shorthand tool
for communicating to parents how children are faring. Without them, there would be no
honor rolls or class valedictorian. Schools use letter grades to signal whether children
have mastered their subjects, to select groups for educational courses and programs, to
motivate and reward students, and to help youngsters and their parents understand where
performance needs to be improved. Yet, across the country, principals and teachers are
taking another look at student report cards for a variety of practical and philosophical
reasons. (p. 24)
As stated by Olson (1995), grades play an extremely important role in the culture of
schools and families. Along with displaying learning mastery, home dynamics will often times
reward good grades with a variety of positive reinforcements like money, a desired toy, or a
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night on the town to the student’s choice (Olson, 1995). With grades playing such an important
role in schools and homes, it is extremely important for schools and educators to ensure that
valid and fair grading practices are taking place. Numerous educators continue to use zeros as a
punishment in hopes that it will encourage future student motivation and self-regulation to
complete and turn in assignments on time. However, very little research exists to validate that
theory. Also, with the implementation of zeros in grading practices, how are parents and
students able to recognize successful or insufficient learning? Therefore, it is essential that
research takes place to determine if using grading as a punishment is a valid technique to
increase student motivation.
Punishment. Punishment has also played an interesting role in the culture of schools and
homes. For centuries, corporal punishment, or paddling, was used as a means of aligning
behavior and motivation with teachers’ expectations (Cryan & Smith, 1981). Over time, the use
of this type of punishment has largely been eliminated due to the perception that students’ human
rights were being violated as well as state lawmakers making state-mandates against the presence
of corporal punishment in schools (John & MacNaughton, 1990). Therefore, schools have
sought other means of punishment in lieu of corporal punishment such as In-School Suspension,
loss of recess time, or even as a zero in the grade book (John & MacNaughton, 1990).
Punishment can also be used in the home concerning students’ grades. Not only have schools
used punishment, but parents have also used this technique when students have underperformed
the parents’ expectations on a report card. Parents will sometimes use punishment as a means of
trying to get their child to bring the grade up for the next quarter without truly knowing if this
use of punishment will in fact make a difference in their students’ academic progress. With
schools and parents using punishment for a variety of reasons including grading, it is essential to
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understand the best practices that will actually impact student motivation while also validating
the grading practices taking place.
Adolescent Learning. In addition to the cultural status that grading has in schools,
homes, and families, adolescent education continues to be an area of concern with school
districts across the nation. There is an increasing trend in adolescent education for lower
performing test scores, increased attendance issues, and increased behavioral reprimands such as
suspensions (Pardini, 2002). All of these provide evidence to the idea that motivation in
adolescent students is declining. Therefore, teachers of adolescent students constantly have to
look for ways to motivate their students to learn and engage in school work, the classroom, as
well as completing classroom assignments according to the teacher’s and state’s expectations.
Dyrness and Dyrness (2008) even go as far as to say that “implicit in a teacher’s charter should
be to cultivate and promote self-esteem by teaching students how to be successful” (p. 114).
Students’ motivation and self-esteem can be influenced by their grades because they feel that it
reflects their achievement and their ability to learn (Dyrness & Dyrness, 2008). Therefore, the
authors argue that it is imperative for educators to use grading practices that accurately reflect
student achievement because using grading as a behavioral motivator is a mistake.
Along with a decline in academic motivation, organizational skills and environmental
changes in middle grades has an impact on students’ school successes and academic growth.
The transition from elementary to middle school is particularly a significant influential factor in a
decline in students’ organizational skills (Evans, Serpell, & White, 2005). There are numerous
environmental changes that have an effect on adolescent development and their learning (Evans,
Allen, Moore, & Strauss, 2005). For instance, the change in class schedules from one primary
teacher to multiple teachers in a day, more demanding academics, as well as the importance of
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peer relations all play a part in environmental changes that effect adolescent learners (Evans et
al., 2005). Students are expected to keep their school materials organized as well as
independently complete class assignments whether during class or at home (Evans, Serpell, &
White, 2005). Due to the high number of students that teachers see in a week, often at least 150
students, teachers are unable to closely monitor how or if students are organizing their materials
as well as managing their assignment completion (Evans, Langberg, Raggi, Allen, & Buvinger,
2005).
Along with greater independence, greater cognitive demands also characterize this time
frame in adolescent development (DuPaul & Stoner, 2003). These environmental changes as
well as the biological changes taking place in students at this time impact adolescents in their
learning, development, and practices as a student. In addition, behaviors like procrastination
become an issue during this phase. Procrastination in combination with organizational issues
and teachers expecting student independence can easily lead to students missing assignments.
These missing assignments can either be because it does not get completed, or the assignment
gets lost. Intervention tools to help with organizational issues have been created and studied
particularly with students with ADHD. One intervention tool named HOPS, Homework,
Organization, and Planning Skills, has been studied several times in students with ADHD.
During one study, students attended an after school program two days a week where
undergraduate psychology students taught students the following:
Develop and maintain systems of school materials organization for school binders, book
bags, and lockers. Participants were also taught how to accurately record homework
assignments and tests in a planner and to plan for long-term projects and tests by
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breaking tasks in to smaller, more manageable, components. (Langberg, Epstein,
Urbanowicz, & Graham, 2008, p. 117)
In this HOPS study, 72% of students were recording assignments and tests for all core
academic classes in comparison to only 21% of students in a waitlisted control group (Langberg
et al., 2008).
Another study was conducted using HOPS (Langberg, Vaughn, Williamson, Epstein,
Girio-Herrera, & Becker, 2011). However, this time the HOPS intervention was implemented in
a school setting where the on-site school counselors taught and implemented the organizational
intervention tool. The study was conducted using schools in three different districts. Although
the study did look at adolescent learners, a limitation in the methodology of the study is that it
looked specifically at students with attention-deficit hyperactivity disorder, ADHD. This study
found that organizational skills increased as measured by a checklist where students showed
improvement in keeping their lockers, binders, and book bags organized during the intervention
period. While this study found higher ratings in parents’ perceptions of organizational skills,
assignment recording, and homework completion in their adolescent students, there were no
significant increases in teachers’ ratings. This could be due to the fact that teachers may not
observe some of the variables measured in the study such as the organization of students’ lockers
and whether students record classwork and homework assignments. One of the greatest factors
that teachers do observe daily is assignment completion. The researcher encouraged an
intervention for missing assignments as an addition to the HOPS for later study. If additional
research using HOPS did not find it having an impact on assignment completion, then further
research should be completed to determine what an effective intervention for assignment
completion could look like.
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Assignment Completion. Assignment completion rates tend to decline as a result of the
decline in the motivation to learn and the struggle with organizational skills in adolescent
students. As mentioned in the study by Langberg, Vaughn, Williamson, Epstein, Girio-Herrera,
& Becker (2011), teachers of adolescents observe the incompletion of assignments more than
they do organized materials and recording of assignments and tests. Therefore, some research
has been done to identify intervention tools to help increase assignment completion in students;
however, many of these studies have been conducted with elementary or high school students or
in particular sets of middle school students, particularly looking at students with learning and
attention issues such as attention deficit hyperactivity disorder, emotional and behavioral
disorders, or at-risk of failing.
For instance, one study looked at the use of self-management and parental involvement as
an intervention to help increase mathematics homework completion in students with emotional
and behavioral disorders, EBD, that were at-risk of failing (Cancio, West, & Young, 2004).
Parents were trained to use a homework completion program where students were taught selfmanaging techniques and parents participated in homework completion. Parents kept up with a
homework notebook while students kept up with a homework folder. Rewards also played an
important role in this study. Students were rewarded, or reinforced, by parents or teachers for
completing homework assignments and turning in parent checklists. The rewards ranged from
items such as canned cokes, candy bars, school supplies, to even gift certificates. The findings
reported increases in homework completion, homework accuracy, and academic achievement in
all six students that were followed in the study.
Fearrington, McCallum, and Skinner (2011) conducted a study that looked at SolutionFocused Brief Counseling, SFBC, as an intervention to increase mathematics assignment
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completion and accuracy in six fifth-grade students that were failing. During the 11-week study,
six participants worked with an experimenter using the SFBC steps to complete each classroom
and homework assignment. The participants and experimenter used the following steps in the
SFBC to complete their work:
First, the experimenter asked the student to rate the severity of the problem on a scale of
1-10 (i.e., self-evaluation) and to describe what needed to happen to achieve an
improvement of at least 10% by the following week. In the second step, the student was
asked the miracle question. Specifically, the experimenter asked the student to pretend
that a miracle occurred, the problem was solved, and then asked them to envision how
their life would be improved. This technique encourages the client to develop concrete
outcomes associated with solving their problems, thereby motivating clients to engage
in activities designed to solve the problem. Step three involved using the cheerleading
and positive blame techniques as the student and experimenter discussed the problem and
possible solutions. When cheerleading, the experimenter actively encourages and praises
the student’s attempts to continue to do what is working. Positive blame involves asking
the student to identify something positive that they accomplished and describe how they
managed to achieve the accomplishment. During the fourth step, the experimenter
flagged the minefield by asking the student to identify potential obstacles and barriers
that might prevent them from achieving their goal and to generate strategies to address
these barriers. Finally, as SFBC sessions were ending the experimenter gave the
student a written message typically containing at least three compliments and a bridging
statement to the tasks the student should do to achieve their goal. (Fearrington,
McCallum, & Skinner, 2011, p. 67)
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After the implementation of the SFBC as an intervention tool, there were increases in
the participating students’ mathematics assignment completion. It also found that even though
the SFBC is typically used in mental health settings for social and emotional problems, it can be
a useful intervention tool for underachieving elementary students to increase assignment
completion.
One study looked at the use of Organizational Skills Instruction, OSI, and the
Organizational Skills Form, OSF, as an intervention tool for middle school behaviorally
challenged students (Anderson, Munk, Young, Conley, & Caldarella, 2008). During the study,
students were explicitly taught organizational techniques, something that often times is a
significant struggle for students with ADHD. The participating students completed four phases
to help encourage their organization skills, which would hopefully in turn increase their
assignment completion. In phase one, students were taught how to use the self-monitoring form.
Phase two consisted of students taking and completing the OSF form in their most difficult
academic classes. The students received teacher verification of their OSF in the third phase.
Phase four consisted of setting goals and creating behavioral contracts. In addition to the use of
the OSI and OSF intervention, students received positive reinforcement throughout the study
which included verbal praise or a reward such as a treat. The rewards started with simply
bringing the OSF to class. Next, a reward was given only if the form was actually completed.
Later, rewards were given for actual assignment completion and a teacher’s signature. Verbal
praise and feedback were given to students throughout the entire study. Also, students were
explicitly taught the OSI eight-part lessons in a life skills class that met three days a week. Data
from the study found that the participating students were able to “accurately monitor their
academic performance and improve their grades in academic classes” (Anderson et al., 2008, p.
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12). However, the authors pointed out that over the course of the year-long study, students
needed more than just explicit instruction in self-monitoring and completing forms in order to
make academic progress. The researchers made “changes to the OSI intervention to help the
students assume greater responsibility for their learning, develop effective work habits, and deal
more positively with adverse events” (Anderson et al., 2008, p. 12).
Another study looked at middle school students that struggled academically as well as
with assignment completion (Ness, Sohlberg, & Albin, 2011). The participants in the study
consisted of students with a wide range of educational and behavioral needs in a resource
classroom. An organization system was taught and expected to be used in the resource
classroom. Being explicitly taught the organizational system had a positive effect on assignment
completion; however, the researchers point out that further research should be done to determine
the longevity of the assignment completion post intervention.
Hinton and Kern (1999) conducted a study to determine if an intervention of adding
topics of high interest to students’ homework assignments could have an impact on homework
assignment completion. The design for this intervention was originally evaluated in a study by
Dunlap, Kern-Durnal, Clarke, and Robbins in 1991. In Hinton and Kern’s antecedent control
strategies study, twenty-two regular education fifth-grade students at an inner-city middle school
in Philadelphia participated in the intervention of receiving student interest in their homework
assignments after the completion of a homework assignment on time and with at least 75%
accuracy. After turning in the first assignment on time, the scenarios in the homework
assignments were altered to include actual students’ names and even locations in the community
as students continued to turn in homework assignments on time. Before the intervention, the
homework completion rate was 59%. After the implementation of students’ interests in the
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homework scenarios, the rate had increased to 96%. After the withdrawal of the intervention, the
rate dropped back down to 61% and then moved back up to 93% when the intervention was
reintroduced. The study also found the following anecdotal observations: teacher’s found greater
class participation and fewer discipline problems, students seemed eager for homework
assignments, and some students even asked for extra credit work. While the data showed
increases in homework completion, the study did not evaluate the intervention’s effectiveness on
homework accuracy. Therefore, the researchers encouraged further research to be done to
determine the interventions impact on accuracy. Also, the researchers discussed how timeconsuming the intervention was on school staff. They stated “when large numbers of students
engage in undesirable behavior, it may not be feasible for teachers to implement individualized
interventions” (Hinton & Kern, 1999, p. 232). They stated that in order for this to be a practical
intervention in the everyday classroom, each participating school would need to develop a
prototype that would only require minor changes for each student.
Another middle school study also looked at the use of incorporating students’ interests in
the curriculum assignments (Clarke et al., 1995). The goal of this intervention tool was to
determine its effectiveness on reducing disruptive behaviors. Four middle students with a range
of diagnoses including autism, severe emotional disturbance, and attention-deficit hyperactivity
disorder, ADHD, were involved during the study. While assignment completion was not an
initial variable to be measured in the design of the study, assignment completion was “identified
as a principal concern for each student during the referral phase and because it is a prominent
concern in school environments” (Clarke et al., 1995, p. 234). Throughout the study, the
standards in the classroom assignments remained the same as other students in the school and
grade level; however, their assignments included students’ interests such as Teenage Mutant
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Ninja Turtles. When students’ interests were incorporated in the assignments, disruptive
behaviors decreased to a third of the baseline, and assignment completion increased in three out
of four of the students.
Bembenutty (2005) designed a study to examine the roles of self-regulation and
motivation in predicting homework completion in college students. The 58 participating college
freshmen completed a questionnaire about their motivation for learning math, use of learning
strategies, and use of self-regulation. Students also kept up with four homework logs over the
two-week study period. The researcher found that students that had a high self-efficacy
completed mathematics homework because they wanted to learn and master the mathematics
content. The students that completed their homework assignments reported that they used a
variety of effective self-regulation strategies and were willing to delay gratification in order to
achieve their academic goals. They were more motivated to complete their assignments, as
measured by their high self-efficacy and intrinsic interest. Also, the students that completed their
homework received higher grades overall than students that did not complete the homework
assignments. Overall, the study revealed that self-regulated learners with high self-efficacy are
more proactive in completing homework. While the findings from this study provided
interesting evidence about predicting homework completion in particular learners, the findings
were limited to college students. Also, the study did not discuss an intervention for students that
have low self-efficacy and self-regulation to help with homework completion. However, the
researcher did suggest the use of a homework log with students as a means of identifying
struggling students so that an intervention can be designed to meet their needs. He also writes
that teachers should be trained in self-regulatory learning strategies so that they can teach and
model self-regulation in the classroom such as Bandura (1997) suggested in his writings.

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

43

Working Lunch Sessions. This study will look at the impact of a working lunch session
in lieu of a zero in the grade book on students’ assignment completion rate and academic
achievement in mathematics. Because a working lunch session will be utilized in this study, it is
important to take a look at the research that has already been conducted pertaining to the use and
impact of a working lunch session on students. However, very little research has been done on
the impact and effectiveness of a working lunch session. Also, the language in those studies
related a working lunch session as a detention. This language could sway students’ perceptions
of the intervention tool as being strictly a punishment. Therefore, it is important to note this
distinction before looking at the research related to a working lunch session.
Fluke, Olson, and Peterson (2014) write that a lunch detention can be seen as an
“opportunity to provide educational supports” (p. 3). The writers suggest that a working lunch
detention time can be utilized as a time to complete school work and also as a time for tutoring.
However, in order for this to be done successfully, a qualified and effective staff member should
be supervising the detention.
One study looked at the effect of a lunch detention in lieu of an In School Suspension,
ISS, or Out of School, OSS, program on the frequencies of suspensions in ninth through 12th
grade students at a high school in a southern state in the United States (Andrews, Taylor, Martin,
& Slate, 1998). The study also looked at the school community’s perception of the lunch
detention as an alternative to OSS. Data from the first two six weeks of each of the school’s
1995-1996 semesters were analyzed. In the first and second weeks, students sat in an after
school detention. In the fourth and fifth weeks, students sat in a lunch detention. Data from the
number of assigned detentions and the number of students receiving ISS or OSS for not serving
the detentions were analyzed along with an open-ended survey questionnaire that was used to
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identify the school personnel and students’ perceptions. There was a statistically significant
lower number of students that did not show for the lunch detention verses the after school
detention. In addition, the lunch detention served as an alternative discipline that actually
lowered the number of suspensions. Also, the qualitative questionnaire data found that students
and school personnel preferred the lunch detention over the after school detention; one of the
overwhelming trends for this preference was because it accommodated with students and
teachers already set school schedules instead of having to use time after school that students and
teachers are typically out of the building. An important thing to note about this study is that
there were further consequences for students that did not show up to the assigned detentions. As
a result of the punishment for not showing up to after school detention, 687 days of class were
missed by students that were assigned ISS or OSS for not showing up to detention.
The only other scholarly reviewed article on the use of a working lunch detention as an
alternative disciplinary form is from Clements, McKernan, and Call (1986). In their article, the
authors discuss the use of a Structure Lunch Period, SLP, in lieu of corporal punishment or InSchool and Out-of-School suspension. In their discussion of a successfully implemented SLP
program, they write that it is essential to utilize appropriate personnel in the SLP setting. In their
case, a male teacher with five years of experience and with high regard for classroom and
behavior management was placed as the SLP facilitator. The teacher was trained on the SLP
system and procedures for operation. A classroom away from the school lunch crowd was
designated as the SLP location. Also, all school personnel were trained to use the SLP referral
form. Students signed off on behavior expectations and procedures while in the SLP. Those
behaviors included: all communication, including gestures, was not allowed, students had to sit
facing forward with feet on the floor, all books and paper had to remain under the desks, resting
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head on the desk or sleep was prohibited, eating lunch had to be done with minimal noise, and
unnecessary motion was not allowed. Up to 40 students were in attendance of the SLP at times.
Typically, students would finish lunch in approximately five minutes, leaving twenty minutes
with students having nothing to do other than face the front of the room and stay quiet. The
researchers found that the SLP was a successful discipline tool and was accepted by parents with
little to no complaints. Students reported that they preferred the SLP over having to have an
“embarrassing phone call home” (Clements, McKernan, & Call, 1986, p. 159). Overall, the
study found that the SLP was as follows:
Useful where teachers feel that they have lost responsibility for classroom control; where
corporal punishment is on the wane as a disciplinary action; where after school detention
is unavailable because of busing; and where school discipline has become costly in terms
of the need for additional personnel. (Clements, McKernan, & Call, 1986, p. 159)
Summary
Motivation in school and the desire to learn declines for many students during the
adolescent years of development. A decline in motivation can be seen in falling grades and not
turning in assignments on time, or in some cases at all. Teachers of adolescent students are
constantly looking for ways to help motivate their students in an attempt to help students turn in
classroom or homework assignments when expected as well as help in their academic
achievement growth. Although many teachers agree that grades should reflect what students
know, educators across the nation are using hodgepodge grading practices where zeros are
included in students’ grades even though it is a reflection of a behavior issue and not a learning
problem. Although research has been conducted to identify interventions to help organizational
skills and assignment completion in adolescent students, the studies have looked primarily at
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students with disorders such as ADHD, EBD, students at-risk of failing, or in resource
classrooms. Also, a great deal of research has only looked at homework completion verses
assignment completion as a whole. Therefore, further research should be conducted to identify
successful interventions that can be used in general education classrooms to encourage classroom
assignment completion, whether assigned as classroom work or as homework, in adolescent
learners. Also, no research has been conducted on the use of a working lunch session as a
motivational tool rather than a punishment. In the existing research pertaining to the use of a
working lunch session in adolescents, the working lunch session is used as a form of detention
and not an intervention. Therefore, utilizing a working lunch session as an assignment
completion intervention tool and as a means of attempting to increase academic achievement
should be researched.
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CHAPTER THREE: METHODOLOGY
This study was designed to evaluate the outcome of using the common practice of
assigning zeros in the grade book and whether a working lunch session with the opportunity to
make up a missing assignment is a more valid and effective strategy in increasing student
academic achievement and on-time assignment completion in mathematics. This section
describes the methodology used to carry out the study. An overview of the study, the
participants and setting, data collection process, and the procedures used for data analysis are
discussed in this chapter.
Questions and Hypotheses
It is important to revisit the goals of this study through the lens of the research questions.
The goals of this study were to look at two things: 1) Whether a working lunch session in lieu of
a zero in the grade book could better motivate adolescent students to complete mathematics
assignments on time and 2) Whether a working lunch session instead of a zero in the grade book
could have a greater impact on adolescent academic achievement in mathematics. With those
goals in mind, the two quantitative research questions and corresponding sub-question and
hypotheses were created as follows:
1. A. Is there a significant increase in the mathematics assignment completion rate when a
working lunch session is given for missing assignments verses a zero in the grade book?
Hypothesis 1: A statistically significant increase is present in the mathematics assignment
completion rate when a working lunch session is given for missing assignments verses a
zero in the grade book.
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Null Hypothesis: A statistically significant increase is not present in mathematics
assignment completion rate when a working lunch session is given for missing
assignments verses a zero in the grade book.
B. Is there a significant increase in the mathematics assignment completion rate between
sexes when a working lunch session is given for missing assignments verses a zero in the
grade book?
Hypothesis 1: A statistically significant increase is present in the mathematics assignment
completion rate between sexes when a working lunch session is given for missing
assignments verses a zero in the grade book.
Null Hypothesis: A statistically significant increase is not present in mathematics
assignment completion rate between sexes when a working lunch session is given for
missing assignments verses a zero in the grade book.
2. Is there a significant increase in student academic achievement in mathematics when
students are given a working lunch session for missing assignments verses a zero in the
grade book?
Hypothesis 1: A statistically significant increase will be present in students’ performance
on a mathematics summative assessment after students are given a working lunch session
for missing assignments verses a zero in the grade book.
Null Hypothesis: A statistically significant increase will not be present in students’
performance on a mathematics summative assessment after students are given a working
lunch session for missing assignments verses a zero in the grade book.
The four qualitative research questions are as follows:
1. How do adolescents view a zero in the grade book without a makeup opportunity?
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2. How do adolescents view a working lunch with an opportunity to make up a missing
assignment?
3. How do adolescent students view punishments and negative reinforcers in helping
motivate them to complete mathematics assignments on time?
4. In what ways did adolescent students' views of the zero in the grade book versus a
working lunch session change over time?
Design
A pretest and posttest design study was carried out to evaluate pretest, mid-test, and
posttest assessment scores of seventh grade mathematics students in a Title I North Georgia
middle school where the students underwent two research phases. During the first four-and-ahalf weeks phase, students that did not complete a mathematics assignment on time were given a
zero in the grade book without the opportunity to make up the grade and missing assignment. It
is extremely important to note that these math assignments could either be classroom
assignments that were not finished during classroom time or work assigned as homework. At the
participating school, any assignments that were not completed during that class period became a
homework assignment, and students were expected to bring the completed work back to school
the following day. The assigning of zeros is a common practice exhibited in hodgepodge
grading that is often used in schools across the United States (Grimes, 2010). In the second nine
weeks research phase, students that did not turn in a mathematics assignment on time or at all sat
through a quiet working lunch session where they had the opportunity to complete and make up
the missing assignment. Students sat through the intervention, the working lunch session, every
day until the assignment was completed and turned in. In addition to looking at pretest, mid-test,
and posttest scores, the assignment completion rate was also analyzed to determine if a working
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lunch session better motivated students to complete mathematics assignments on time verses a
zero in the grade book.
The researcher was a middle school teacher for eight years. She experienced a significant
issue with assignment completion in her own classroom. As a member of her school’s leadership
team, she heard numerous accounts of assignment completion being a major issue school wide as
well. Anecdotal stories from veteran adolescent teachers stated that assignment completion had
been an ongoing issue for middle school students, particularly male students. Therefore, the
researcher wanted to look at assignment completion overall and by sex as well to determine if a
working lunch session could impact assignment completion more with males or females. She
also felt that qualitative interviews could give greater insight in to the variables being analyzed in
the study.
Participants
This study was targeted toward adolescent students in the United States. Convenience
sampling of middle school students was chosen for the study so that familiarity and proximity for
the researcher was present. Random assignment of subjects to groups was not done in this study,
but rather six already created mathematics classes were used as the participants in the study.
Because of the researcher’s familiarity with her workplace’s school’s schedule, the study’s
population of participants was able to be designed to include six, seventh grade mathematics
classrooms that were taught by two different teachers. Four of one teacher’s classes were used
as participants in the study while two of the other teacher’s classes were used. Two classes could
only be used with one teacher’s sets of classes because her other classes were sixth and eighth
grade classes. Both classroom teachers taught the same Georgia Standards of Excellence and
content during the study’s phases.
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The sample of seventh grade students came from a North Georgia Title I school with
approximately 750 students. Approximately 75% of students at the school received free or
reduced lunch, and there was a high transient population. The demographics of the students
based on the 2016-2017 school year enrollments were approximately as follows: 84% Caucasian,
6% African American, 7% Hispanic, 2% Asian, and less than 1% Native Hawaiian or Pacific
Islander. Although all 125 students in the participating classrooms participated in the research
phases, only 68 students, 31 male and 37 female, turned in parental consent forms and student
consent forms for their data to be used in the data set. Because there can be a threat to the
internal validity of a study, the researcher used homogenous groups that included only regular
education students in non-co-taught environments.
Setting
The study was conducted in a Title I middle school in Northwest Georgia. This middle
school was chosen because of convenience for the researcher. The researcher felt that the choice
of one location in close proximity to her could ensure greater fidelity in carrying out the study so
that useful data was produced. The setting was also fitting for the study due to the large number
of students that have an issue with assignment completion. In a one-question Google Form
survey, 50% of teachers in the school reported that a range of 60% to 90% of students did not
complete assignments on time. Therefore, assignment completion was definitely a problem for
this school. The participating middle school was made up of sixth through eighth grade students.
The school was led by one male principal, one male assistant principal, and one female assistant
principal. Two female teachers that had both taught middle grades mathematics for over five
years were the participating educators.
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Six, seventh grade classrooms between two different teachers were the setting for the
study. The classrooms consisted of general education, non-inclusion students ranging in ages
from 12 to 14. All of the class sizes consisted of less than 30 students. All the 125 students in
the six participating classrooms participated in the study changes; however, only the students that
turned in their written consent as well as the signed permission forms from their parent or
guardian were used in the data set.
Instrumentation
The goals of this study were to evaluate whether a working lunch session in lieu of a zero
in the grade book could better motivate adolescent students to complete assignments on time as
measured by the assignment completion rate of students and if a working lunch session instead
of a zero in the grade book could have a greater impact on academic achievement as measured
by pretests, mid-tests, and posttests. Pretests, mid-tests, and posttests were used so that the
researcher could look at gains in students’ scores after the content had been taught to students as
well as after they had the opportunity to practice those skills through assignment completion.
A summative, standards-based assessment containing 80 multiple-choice questions was
collaboratively created by the two participating mathematics teachers (see Appendix M). The
content of the test came from the seventh grade mathematics school-wide curriculum map that
determined the Georgia Standards of Excellence in Mathematics to be covered during the 13week time period. Standards 7RP, 7RPA1, 7RPA2, 7RPA3, MGSE7.RP, MGSE7.RP.1,
MGSE7.RP.2, MGSE7.RP.3, MGSE7.EE, MGSE7.EE.A.2, MGSE7.EE.2, 7G, 7GA1, MSE7G,
and MSE7G1 were taught during the first research phase and were covered in questions one
through 19 and 21 on the summative assessment. Standards 7.G.B.4, 7.G.B.5, 7.G.B.6,
MGSE7.G.4, MGSE7.G.5, MGSE7.G.6, MGSE7.SP, MGSE7.SP.1, MGSE7.SP.2,
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MGSE7.SP.3, MGSE7.SP.4, MGSE7.SP.5, MGSE7.SP.6, MGSE7.SP.7, MGSE7.SP.8, 7.SP,
7.SP.A.1, 7.SP.A.2, 7.SP.B. 3, 7.SP.B.4, 7.SP.C.5, 7.SP.C.6, 7.SP.C.7, 7.SP.C.8 were taught
during the second research phase and were covered in questions 20 and 22 through 80 on the
summative assessment. The assessment was designed by the participating mathematics teachers
while using their professional experience and judgment in the choice of questions being
administered to students. The participating teachers used Edulastic, an online assessment
generator, to create the assessment. Edulastic is aligned with Common Core State Standards and
gives teachers the option to generate their own questions or choose already created questions
from an assessment library made by other teaching professionals (Edulastic, 2018). The
standard-aligned questions were designed in a standardized test format that helps prepare
students for types of questioning that would be covered on end of grade standardized
assessments. Edulastic assessments could be completed online or printed and completed by hand
in the classroom. When completing an assessment using Edulastic online, reports could be
generated that displayed students overall achievement as well as individual item proficiency.
The researcher felt that the use of multiple-choice questions and some short response questions
in the assessment was the best type of questioning to use because it took out teacher subjectivity
that could happen in grading practices with different types of questioning such as constructed
response. The assessment was found to be reliable with a calculated Cronbach’s Alpha higher
than .75 (20 items in the first research phase, α = .85; 60 items in the second research phase, α =
.97).
Procedures
Before the study began, the researcher received permission by the Institutional Review
Board of Kennesaw State University. Once this permission was granted, the researcher
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introduced the concept of the study to two of the seventh grade mathematics teachers at the
participating school, and both teachers showed interest in participating. After having the two
teachers sign-on to being participating teachers in the study, the researcher provided training to
the teachers on the purpose of the study as well as the design and guidelines of the study. Once
the teachers understood this, the researcher then introduced the study to the students by giving
the students an explanation of why the study was taking place, why they were being chosen as
possible participants, and a brief synopsis of the study procedures. Students were notified that
their names and identifying information would not be used in the study. Once the students
received information about the study, they were then given the opportunity to assent to their data
being used in the data set. The researcher then sent home letters to parents or guardians letting
them know of the research that was taking place so that parental or guardian consent for their
students’ data to be used in the data set could be given.
The first phase of the data collection procedures began by the researcher providing
specific guidelines for the implementation of the study. Once the teachers were given a thorough
understanding of the study guidelines, they began the implementation of the study. The
researcher conducted six separate interviews, two female students and four male students, to gain
insight as to what they considered more of a punishment, a working lunch session with the
potential to turn in a late assignment or a zero in the grade book without the potential to turn in a
late assignment. The interviews also looked in to students’ perceptions of motivational and selfregulatory factors that increase these attributes in their age group. The students interviewed
were chosen by recommendations from the participating teachers. Since the study wanted to
look at assignment completion and achievement in mathematics, the researcher asked for
recommendations by the teachers of students that had a history of not turning in assignments on
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time or having missing assignments that were never completed. Both the researcher and the
participating teachers felt that these students would be good interview candidates as they would
have personal experience in struggling with assignment completion and could therefore give
greater insight in to what was being measured in this study. During the research study, the
students that were interviewed had a range of missing assignments during the two research
phases. Three of the students had a zero during the first research phase and no missing
assignments at all during the second research phase. One student had three zeros in the first
phase and had to sit in a working lunch session ten times for not turning in assignments on time.
Another student had one zero during the first research phase and sat in a working lunch session
seven times in order to complete missing assignments. The other interviewed student did not
having any missing assignments during either research phase. It is important to note that during
the interviews, students were not asked to define negative reinforcement or punishment. The
researcher analyzed themes from the interviewees’ comments to determine what constituted a
negative reinforcement or punishment from the students’ points of view.
Once the interviews were conducted, the mathematics classes officially began the first
research phase by completing the pretest. During this phase of the study, the classes functioned
with normal, everyday procedures in the first four-and-a-half weeks of the school’s third nineweek term. However, when students did not turn in assignments, they were given a zero in the
grade book without the opportunity to turn in the assignment at a later time. The assignments
ranged from class room assignments that were to be completed during that class period and other
assignments that were assigned as homework. Typically, the participating teachers would assign
a homework assignment once a week. However, any time a classroom assignment was not
completed during that class period, it became an assignment for students to complete that night at
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home, and teachers had the expectation for students to bring the completed work back to class
the following day. The data from the first four-and-a-half weeks then became the baseline data.
It is important to note that student absences were not taken in to consideration, and students were
given the required amount of days to turn in any missing assignments according to the school
system’s handbook. This states that for every day that a student is absent, he or she is given the
same number of days to make up the work. So if a student was absent two days and did not turn
in assignments that were due during that two day window, then the student had two days upon
returning to school to turn in those assignments. Grades were posted in Infinite Campus, the
school system’s online grading database, throughout the entire study. The numbers of zeros that
students acquired during this four-and-a-half week period were recorded on a private Google
Sheet created by the researcher. At the end of this four-and-a-half week period, students
completed the mid-assessment.
In the following nine treatment weeks of the study, classroom procedures continued as
normal. However, in this treatment phase of the study, the teachers no longer gave a zero in the
grade book for missing assignments. In lieu of the zero in the grade book, students were
assigned the intervention, a 25-minute working lunch session. During this time, students were
given the opportunity to work in a quiet environment to complete the missing assignment while
eating their lunch. A seventh grade teacher sat in the lunch session each day to ensure that the
environment was a quiet space for students to focus and to provide any academic assistance if
needed. Students also had that evening to finish up the missing assignment. If the student
continued to not turn in the assignment, the teacher continued placing the student in a working
lunch session until the assignment was completed and turned in. The participating teachers kept
a log of the number of working lunch sessions served by each student as well as how many
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missing assignments were still present at the end of the nine-week treatment phase. This data
was also stored in the same Google Sheet so that it could easily be modified, organized, and
shared between the teacher and the researcher. At the end of this nine-week period, students
completed the posttest. The researcher also conducted post-interviews with the same
interviewees. However, one of the students initially interviewed had moved to a different school
during the time frame of the study and could therefore not be interviewed again to gain postphase data.
Data Analysis
The research questions were used as a guide in order to determine the most appropriate
ways of evaluating the data and drawing conclusions during the data analysis phase. Descriptive
statistics were run using SPSS Statistics software for both the baseline and treatment data.
Tables were created that included the means, standard deviation, as well as the information being
broken down by gender.
In order to address the first research questions, a paired-sample t-test was run to
determine if a significant increase in the mathematics assignment completion rate when a
working lunch session instead of a zero in the grade book was used. Because the population of
participants were the same in both phases of the study, this type of test was the most appropriate
in order to compare the two different treatments, the zeros in the grade book verses the working
lunch session. A .05 level of significance was used. An independent t-test for the second part of
the first research question was run to determine if there was a significant change in the
percentages of males and females on time assignment completion rate when a working lunch
session was given for a missing assignment verses a zero in the gradebook. Finally, a KruskalWallis test was run in order to analyze significant difference in academic achievement based on
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the normalized gain scores from questions on the standardized assessment that were taught
during the first research phase. An ANOVA was then run to analyze significant difference in
academic achievement based on the normalized gain scores from questions on the standardized
assessment that were taught during the second research phase. The Kruskal-Wallis and ANOVA
were run to answer the second research question. All available results were used for the
analyses; pairwise deletion was not used. Therefore, the sample sizes could vary from one
research phase to the other.
Table 1 is included to show the research questions with their corresponding independent
and dependent variables, instruments or measurements used for each key variable and their
scales, as well as the measurement types and statistical analysis ran for each question.
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Table 1
Research Questions, Type of Measurement for Variables, and Corresponding Statistical Analysis

(1) Is there a significant increase in

Independent

Instrument(s) or
Measurement of the
Key Variables and
Scale
The percentage of on-

mathematics assignment completion

variables: the

time assignment turn-

rate when a working lunch session is

intervention phases

in rate during the first

given for missing assignments versus

(phase 1 versus phase

research phase (four-

a zero in the grade book?

2)

and-a-half weeks) and

Dependent variable:

the percentage of on-

The percentage rate

time assignment turn-

of students’ on-time

in rate during the

assignment

second research phase

completion

(nine-weeks). The

Research Question

Key Variables

percentages can begin
at zero percent and go
up from there.

Measurement
Type
Ratio variable

Statistical Analysis
Paired-sample t-test

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

60

(1.b.) Is there a significant difference

Independent

The change from

Ratio and nominal

Independent sample

between sexes for the change of

variables: the

phase 1 to phase 2 on

variables

t-test

mathematics assignment completion

intervention phases

the percentage of on-

rate when a working lunch session is

(phase 1 versus phase

time assignment turn-

given for missing assignments versus

2), sexes

in rate during the first

a zero in the grade book?

Dependent variable:

research phase (four-

The change on the

and-a-half weeks) the

percentage rate of

percentage of on-time

student’s on-time

assignment turn-in

assignment

rate in the second

completion

research phase (nineweeks). The
percentages can begin
at zero percent and go
up from there. The
nominal variable
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scales are male and
female.
(2) Is there a significant increase in

Independent

Students’ scores on a

student academic achievement in

variables: Groups

summative pretest,

research phase) and

mathematics when a working lunch

created based off

mid-test, and post-test.

ANOVA (second

session is given for missing

missing assignments

Scores can range from

research phase)

assignments versus a zero in the

in each research

a 0 to a 100.

gradebook?

phase
Dependent variable:
normalized mean
item gain scores from
the first research
phase and the second
research phase

Ratio variable

Kruskal-Wallis (first
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CHAPTER FOUR: FINDINGS
Data Analysis
A quantitative study with segments of qualitative interviews was designed to evaluate the
outcomes of using the common practice of assigning zeros in the grade book and whether a
working lunch session with the opportunity to make up missing assignments is a more valid and
effective strategy in increasing student academic achievement in mathematics and motivation to
complete and turn in mathematics assignments on time. The assignment completion rates of
seventh grade mathematics students in a Title I middle school in North Georgia were compared
and analyzed as well as pretest, mid-test, and posttest data. The two research questions as
mentioned in chapters one and three were analyzed, and the results of those analyses are
discussed in this chapter.
Quantitative Findings
A paired-sample t-test was run for part A of the first research question that asked if there
was a significant increase in mathematics assignment completion rate when a working lunch
session was given for missing assignments versus a zero in the grade book. All parametric
assumptions were met based on skewness being in the range of plus or minus two and kurtosis
being in the range of plus or minus seven (West, S.G., Finch, J.F., & Curran, P. J., 1995).
Based on a sample of 68 students collected from seventh grade mathematics classrooms in a
Title I middle school in North Georgia, the mean completion rate during the first research phase
was 93.01 with a standard deviation of 10.40, and the mean completion rate during the second
research phase was 93.66 with a standard deviation of 15.19. When comparing these two means
in our sample, the paired-sample t-test was shown not statistically significant (t = -.45, df = 67, p
> .05). Therefore, the null hypothesis that the assignment completion rate would be the same
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was not rejected, as the sample mean of the first research phase completion rate was not
statistically different from the second research phase completion rate.
The researcher further examined the data findings for the first research question that
asked if there was a significant increase in mathematics assignment completion rate when a
working lunch session was given for missing assignments versus a zero in the grade book. The
researcher looked at the seventh grade students in the Title I middle school in
North Georgia that had at least one zero in mathematics during the first research phase to
determine if a significant difference was present for this sample of students during the second
research phase. In this paired-sample t-test results, the mean completion rate during the first
research phase was 80.83 with a standard deviation of 8.36, and the mean completion rate during
the second research phase was 86.04 with a standard deviation of 22.28. When comparing these
two means in our sample, the paired-sample t-test was shown not statistically significant (t = 1.41, df = 22, p > .05). However, the mean difference during the two research phases did show
quite a bit of difference, and the p value was approaching significant difference. Table 2
displays the summary table for part A of the first research question.
Table 2
Summary Table of Paired-Samples t-Test Analysis (M and SD)

RQ
1A

Whole Sample

Key
Sample
Variable
Size
Completion
Rate
68

RQ
1A

Students that had a
zero in the first phase

Completion
Rate

23

First Phase
93.01
(SD=10.40)
80.83
(SD=8.36)

Test
Second Phase
Results
93.66
t = -.45
(SD=15.19) (p > .05)
86.04
t = -1.41
(SD=22.28) (p > .05)
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An independent t-test was run for part B of the first research question that asked if there
was a significant difference between sexes for the change of mathematics assignment completion
rate when a working lunch session was given for missing assignments versus a zero in the grade
book. This type of analysis was acceptable to run because all parametric assumptions were met
based on skewness being in the range of plus or minus two and kurtosis being in the range of
plus or minus seven (West, Finch, & Curran, 1995). Based on a sample of 31 and 37 female
students collected from seventh grade mathematics classrooms in a Title I middle school in
North Georgia, the mean completion rate change for males was 1.19 with a standard deviation of
11.54, and the mean completion rate change for females was .19 with a standard deviation of
12.29. When comparing these two means in our sample, the independent t-test was shown not
statistically significant (t = .345, df = 66, p > .05). Therefore, the null hypothesis that there
would not be significant difference between sexes for the change of mathematics assignment
completion rate when a working lunch session was given for missing assignments versus a zero
in the grade book was not rejected.
Further analysis of part B of the first research question was conducted to examine
whether a significant difference between sexes for the change of mathematics assignment
completion rate when a working lunch session was given for missing assignments versus a zero
in the grade book with male or female students that had at least one zero during the first research
phase. In this independent t-test result, ten male and thirteen female students’ data were
analyzed. The mean completion rate change for males with at least one zero during the first
research phase was 5.23 with a standard deviation of 16.33, and the mean completion rate for
females with at least one zero during the first research phase was 5.20 with a standard deviation
of 20.42. When comparing these two means in our sample, the independent t-test was shown not
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statistically significant (t = .004, df = 21, p > .05). Table 3 displays a summary for part B of the
first research question.
Table 3
Summary Table of Independent t-Test Analysis (M and SD)

Female Only

Key
Sample
Variable
Size
Completion
Rate
31
Completion
Rate
37

Male only for students that had a
zero in the first phase
Female only for students that had
a zero in the first phase

Completion
Rate
Completion
Rate

Groups
RQ
1B

RQ
1B

Male Only

10
13

Completion Rate
Change
1.19
(SD=11.54)

Test
Results

.19 (SD=12.29)

t=.345
(p>.05)

5.23
(SD=16.33)
5.20
(SD=20.42)

t=.004
(p>.05)

Students’ academic achievement as measured by a summative pretest, mid-test, and
posttest was collected from seventh grade mathematics classrooms that underwent two different
research phases. During the first research phase, students were given a zero in the grade book
without the opportunity to make up a missing assignment if an assignment was not turned in on
time. In lieu of a zero in the grade book, students sat in a quiet working lunch session every day
during the second research phase until the assignment was completed and turned in. The purpose
of this first analysis was to look at academic achievement growth based on students normalized
gain scores from content that was taught during the first research phase while factored by groups.
The researcher factored the students by group so that she could analyze whether the working
lunch session had a greater impact on a particular group of students. A more in-depth look such
as this could display a greater impact that the working lunch session could have on certain
groups of students and could therefore identify a particular group of students with the potential to
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be further analyzed in future research. Group 1 (n = 4) represented students that went from no
missing assignments in the first research phase to some missing assignments in the second phase.
Group 2 (n = 10) were students that had some missing assignments in the first research phase but
no missing assignments in the second phase. Group 3 (n = 9) had missing assignments in both
research phases; therefore, they received at least one zero in the first phase and at least one
working lunch session in the second research phase. Lastly, Group 4 (n = 26) represented
students that turned in all assignments on time in both phases. The researcher analyzed the
available results of the pretest, mid-test, and posttest, not pairwise deletion; therefore, the sample
sizes may have been different from one assessment to another. Also for this analysis, the
researcher was unable to locate the item by item results of 19 of the participants as she had saved
the overall averages for all participating students. Therefore, this analysis looked at the
normalized gain scores of 49 of the participants. The spreadsheet to determine normalized gain
scores coded each test item response as follows: 3 for a correct answer, 2 for a partially correct
answer, 1 for a wrong answer, and 0 for an un-attempted question. The normalized mean item
gain scores also took in to account the time frame in which the standards that were being tested
were taught. The content in the first 19 questions and question 21 of the assessment were
covered during the first research phase. The normalized mean item gain score for the first
research phase was .03 (SD = .55). All parametric assumptions were not met when running the
descriptive statistics for the first research phase because the skewness did not fall in the range of
plus or minus two, and kurtosis did not fall in the range of plus or minus seven (West, Finch, &
Curran, 1995) Because of this, a Kruskal-Wallis test, a non-parametric test, was used to
evaluate if a significant difference in academic achievement was present. The results revealed

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

67

that there was not a statistically significant difference in students’ academic achievement (p >
.05).
The next analysis looked at academic achievement growth based on students normalized
gain scores from content that was taught during the second research phase. Again, the researcher
analyzed the available results of the summative pretest, mid-test, and posttest, not pairwise
deletion; therefore, the sample sizes may have been different from one assessment to another.
Also for this analysis, the researcher was unable to locate the item by item results of 19 of the
participants as she had saved the overall averages for all participating students. The same 49
participants as the Kruskal-Wallis test were examined in this analysis. The content from
question 20 and the other 59 questions of the summative assessment were taught during the
second research phase. The normalized mean item gain score for the second research phase was
.24 (SD = .20). All parametric assumptions were met when running the descriptive statistics
because the skewness fell in the range of plus or minus two, and kurtosis fell in the range of plus
or minus seven (West, Finch, & Curran, 1995) Because of this, a one-way ANOVA was used to
evaluate if a significant difference in academic achievement was present. The results revealed
that there was not a statistically significant difference (p > .05). Table 4 displays the descriptive
statistics for the two research phases not factored by groups along with their analysis significance
value.
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Table 4
Summary Table of Kruskal-Wallis and ANOVA Analyses (M and SD)

RQ
2

Research Phase
First Research Phase
(Kruskal-Wallis)

Key
Sample
Variable
Size
Normalized
Gain Score
49

Second Research Phase
(ANOVA)

Normalized
Gain Score

49

Normalized
Mean Item
Gain Score
Descriptives

Test Results

.03 (SD=.55)

p =.65 (p>.05)

.24 (SD=.20)

p =.70 (p>.05)

Table 5 displays the descriptive statistics for the first research phase while factored by
groups.
Table 5
Summary Table of Analysis by Groups for First Research Phase (M and SD)

Group 1

Key
Sample
Variable
Size
Normalized
Gain Score
4

Group 2

Normalized
Gain Score

Group 3

Normalized
Gain Score

Research Phase
RQ
2

Normalized
Mean Item
Gain Score
Descriptives

Median

-.12 (SD=.39)

.02

10

.14 (SD=.23)

.12

9

.07 (SD=.31)

.07

Normalized
Group 4
Gain Score
26
.00 (SD=.71)
.11
Note. Group 1 represented students that went from no missing assignments in the first research phase to
some missing assignments in the second phase. Group 2 were students that had some missing
assignments in the first research phase but no missing assignments in the second phase. Group 3 had
missing assignments in both research phases; therefore, they received at least one zero in the first phase
and at least one working lunch session in the second research phase. Lastly, Group 4 represented
students that turned in all assignments on time in both phases.
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Table 6 displays the descriptive statistics for the second research phase while factored by
groups.
Table 6
Summary Table of Analysis by Groups for Second Research Phase (M and SD)

Group 1

Key
Sample
Variable
Size
Normalized
Gain Score
4

Group 2

Normalized
Gain Score

Group 3

Normalized
Gain Score

Research Phase
RQ
2

Normalized
Mean Item
Gain Score
Descriptives

Median

.20 (SD=.21)

.15

10

.26 (SD=.16)

.25

9

.18 (SD=.25)

.10

Normalized
Group 4
Gain Score
26
.27 (SD=.20)
.26
Note. Group 1 represented students that went from no missing assignments in the first research phase to
some missing assignments in the second phase. Group 2 were students that had some missing
assignments in the first research phase but no missing assignments in the second phase. Group 3 had
missing assignments in both research phases; therefore, they received at least one zero in the first phase
and at least one working lunch session in the second research phase. Lastly, Group 4 represented
students that turned in all assignments on time in both phases.

Qualitative Findings
The first qualitative research question asked how adolescents viewed a zero in the grade
book without a makeup opportunity. In the pre-interviews, 50% of students stated that they
viewed a zero as more of a punishment. However, in the post interview, 83% of the students in
the interviews viewed a zero in the grade book without the opportunity to make up their work as
a greater punishment than a working lunch session. The participants stated that they viewed a
zero as a punishment for a variety of reasons but an ongoing theme was that it hurt their
mathematics grades. One student stated they saw the zero as a punishment because, “You don’t
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get to make up your work. So, if you don’t finish it, it’s a zero.” Another student stated that a
zero is more of a punishment because, “You would be failing, and you wouldn’t have the
opportunity to make it up.” They also stated that a zero without the opportunity to make up a
missing assignment is not beneficial to their learning because it does not give them the chance to
practice their mathematics skills more; it just simply gives them a zero. Missing out on the
opportunity to make up work did not provide the chance to redo the work which inevitably did
not allow them to understand mathematics concepts better. One student even stated that getting a
zero in the grade book was a punishment because it kept them from learning due to not having
the opportunity to complete an assignment.
The second qualitative research question asked how adolescents viewed a working lunch
with an opportunity to make up a missing assignment. In the pre-interview, 50% of the
interviewees viewed a working lunch session with the opportunity to make up a missing
assignment as more of a punishment than a zero without the opportunity to make up a missing
assignment. These students stated that they saw a working lunch session as a greater punishment
than a zero without the opportunity to make up the missing work because they are very social
individuals and do not like to miss out on time to hang out and talk with their friends. One
participant stated it like this: “I’m a social person, and I have a lot of friends. I don’t like being
taken away from the opportunity to get to talk to them.” Another student stated that he viewed
the working lunch session as, “Not a punishment,” but an, “Opportunity for you to make up your
grade.” This student then went on to state that, “If it’s kind of your choice to go do it, then it
would not be a punishment, but if the teacher is in there forcing you to do it, then that’s kind of
more of a punishment.” In the post-interviews, no students held to their statement that they saw
a working lunch session as more of a punishment than a zero in the grade book. The majority of
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students saw the working lunch session as a better option of the two choices because it gave
students time to be in a quiet working environment, away from distractions, in a different setting
than typical, and time to focus on their mathematics work. An interesting statement from one
student went as follows: “Cause people sit around in class all day and don’t do anything. But
when you put them in a working lunch, away from their friends, away from this social life that
they’ve worked 13 years to create, it angers people and when that happens they don’t want to be
in there anymore.” This student viewed the working lunch session as a tool to help students
complete their mathematics work in a different, quieter setting and that the absence of socializing
with friends during that time would be a motivational tool to turn in assignments on time in the
future so that time with friends is not missed. The students also saw the working lunch session
as a benefit to their mathematics grades, something very important to most of the interviewed
students. Students made comments such as, “You would actually have the chance to re-do it and
learn more than what you did the first time,” and, “When you have more time and different
places and spots I guess to learn, it helps more than just sitting in the same spot and only having
one chance to do it.” Another student stated that the working lunch session could be helpful to
their mathematics learning because, “You’ll be able to understand the question more and like
focus more because you won’t be talking to people.”
The third research question asked how adolescent students viewed punishments and
negative reinforcers in helping motivate them to complete mathematics assignments on time.
Through questioning, the researcher was able to determine that most students viewed the zero in
the grade book as punishment and the working lunch session as negative reinforcement. This
was based off the findings in the post-interview that 83% of the students in the interviews viewed
a zero in the grade book without the opportunity to make up their work as a greater punishment
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than a working lunch session. These participants then went on to state that they viewed a zero as
a punishment because it hurt their mathematics grades. Once the researcher was able to identify
what students’ viewed as a punishment and a negative reinforcer, she then determined that most
of the students viewed the negative reinforcement verses a punishment as a better choice for
teachers to use in order to help students with their learning. They stated that the negative
reinforcement would give them more opportunity to practice their mathematics skills which
could possibly help them with their learning and understanding. They also viewed the
punishment as greater motivation because they did not want their mathematics grade negatively
impacted by not turning an assignment in on time.
The final qualitative research question sought to determine ways in which adolescent
students' views of the zero in the grade book versus a working lunch session changed over time.
In the pre-interviews, 50% of students stated that they viewed a zero without the opportunity to
make up a missing assignment as more of a punishment than a working lunch session with the
opportunity to make up a missing assignment. That percentage changed to 83% in the postinterviews. In the first interview one student stated that he saw the working lunch session as
more of a punishment than the zero in the grade book because the teacher was forcing the student
to have to sit in there to complete the work. However, in the post-interview his thoughts
changed, and he saw the zero as more of a punishment. He stated that he saw it as more of a
punishment, “Because you would be failing and you wouldn’t have the opportunity to make it
up.” The other student that changed his opinion from the pre-interview to the post-interview also
began the study feeling that a working lunch session was more of a punishment than the zero.
He stated, “I feel like it depends on who it is. Like for me, I don’t want a lunch detention so I’d
personally like the zero. But if it were somebody else their response might be different.” This
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distinction about the individuality of all students is an interesting notion to keep in mind about
the importance of flexibility and differentiated techniques and practices to use with adolescent
learners. He stated that he saw the working lunch session as more of a punishment, “Cause I’m a
social person, and I have a lot of friends. I don’t like being taken away from the opportunity to
get to talk to them.” However, in the post-interview, the student saw the zero as more of
punishment because, “It decreases your grade. Therefore, you could fail.” Students’ reasoning
on why the zero in the grade book is more of a punishment stayed pretty consistent throughout
the study in that it did not allow students time to have more practice on their mathematics skills
which affected their grades and learning in mathematics.
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CHAPTER FIVE: DISCUSSION
The purpose of this chapter is to summarize the results of this study and to discuss future
research and practical implications for its findings. The chapter is broken in to sections that
include an overview of the study, a review of the methodology, and a summary of the results. It
also includes a discussion of the findings as well as limitations and applications of the study. In
addition, the researcher provides recommendations for future research related to the study.
Overview
Teachers of adolescent students are constantly looking for ways of enhancing students’
motivation and self-regulation to turn in assignments on time. However, with a decline in
academic motivation, organizational skills, and the desire to learn in adolescent students, it can
be quite difficult for middle grade teachers to find best practices that actually work in the
classroom (Gurland & Glowacky, 2011; Scales, 1996; Van der Werf, Opdenakker, & Kuyper,
2008; Wigfield, Eccles, & Rodriguez, 2006).
Grades continue to play a very important role in the American educational system
(Hirschenbaum, Simon, & Napier, 1971). Therefore, teachers will often include zeros in the
grade book for missing assignments, a hodgepodge grading practice (Grimes, 2010), with the
assumption that it will help increase student motivation and self-regulation habits of turning in
assignments on time. Even though research has shown that grading practices can encourage or
stifle a student’s desire to learn, especially in occurrences where students have previously failed,
(Buffum, Mattos, & Weber, 2009) and that the use of zeros is an inaccurate reflection of
students’ abilities (Raebeck, 1993), many teachers refer back to the use of zeros for not turning
in assignments with some even seeing zeros as “their ultimate grading weapon” (Guskey, 2004,
p. 50). Furthermore, it is essential for teachers of adolescent students to find practices that
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support students’ motivation and self-regulation to turn in assignments on time while also
benefiting academic growth.
Purpose
The purpose of this study was to evaluate whether the use of a working lunch session
when students did not turn in assignments on time in lieu of a zero in the grade book, a very
common practice in education, could have a significant increase in adolescent students’
assignment completion rate as well as their academic achievement in mathematics. All seventh
grade mathematics students in the two participating teachers’ classrooms underwent the two
research phases. During the first research phase, students were given a zero in the grade book
without the opportunity to make up an assignment if the student did not turn in the assignment on
time. In the second research phase, students that did not turn in an assignment on time sat in a
working lunch session for as many days as necessary until the assignment was completed. The
assignments were a combination of in-class assignments as well as some weekly homework
assignments. In the participating classrooms, in-class assignments that were not completed
during class time became homework and were expected to be turned in at the beginning of class
the following day.
Research Questions
Research Question 1A: Is there a significant increase in the mathematics assignment
completion rate when a working lunch session is given for missing assignments verses a zero in
the grade book?
H1A0: A statistically significant increase is not present in the mathematics assignment
completion rate when a working lunch session is given for missing assignments verses a zero in
the grade book.
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Research Question 1B: Is there a significant increase in the mathematics assignment
completion rate between sexes when a working lunch session is given for missing assignments
verses a zero in the grade book?
H1B0: A statistically significant increase is not present in the mathematics assignment
completion rate between sexes when a working lunch session is given for missing assignments
verses a zero in the grade book.
Research Question 2: Is there a significant increase in student academic achievement in
mathematics when students are given a working lunch session for missing assignments verses a
zero in the grade book?
H20: A statistically significant increase will not be present in students’ performance on a
mathematics summative assessment after students are given a working lunch session for missing
assignments verses a zero in the grade book.
Along with the quantitative data, qualitative student pre-interviews and post-interviews
were administered to address the following questions:
Research Question 1: How do adolescents view a zero in the grade book without a make
up opportunity?
Research Question 2: How do adolescents view a working lunch with an opportunity to
make up a missing assignment?
Research Question 3: How do adolescent students view punishments and negative
reinforcers in helping motivate them to complete mathematics assignments on time?
Research Question 4: In what ways did adolescent students' views of the zero in the grade
book versus a working lunch session change over time?
Participants
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The 68 participating seventh grade mathematics students were from a Title I middle
school in North Georgia. There were approximately 750 students in the school with a little over
75% of students in the building receiving free or reduced lunch. The demographics of the
student population were approximately as follows: 84% Caucasian, 6% African American, 7%
Hispanic, 2% Asian, and less than 1% Native Hawaiian or Pacific Islander. Mathematics has not
been a strong suit for this school. In 2016, 73% of 6th graders, 59% of 7th graders, and 63% of
eighth graders scored a 1, beginning learner, or a 2, developing learning, on the Georgia
Milestones End of Grade assessment. In 2017 those scores slightly improved in some grade
levels to 71% of 6th graders, 62% of seventh graders, and 54% of eighth graders scoring a 1 or 2
on the Georgia Milestones End of Grade Assessment. Teachers in the participating school also
reported that assignment completion was a significant problem for a majority of students. Half
of the teachers in the building stated that 60 to 90 percent of their students typically had at least
one incomplete assignment or an assignment not turned in on time during a nine-week period.
Summary of Results
Statistical testing was completed for the assignment completion rate as well as the
summative pretest, mid-test, and posttest data gathered during the study. Descriptive statistics
were run for the assignment completion rate data of all students and then filtered by sex. A
paired-samples t-test was run using SPSS software to determine if a significant increase in the
mathematics assignment completion rate when a working lunch session was given for missing
assignments verses a zero in the grade book was present. Results showed that there was not a
significant difference in the assignment completion rate when a working lunch session verses a
zero in the grade book was used for missing assignments. Further analysis of this data was then
broken down by looking at students that had at least one zero during the first research phase to
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determine if a significant difference was present for this sample of students during the second
research phase. This paired-samples t-test also showed that there was no statistically significant
difference. However, the mean difference during the two research phases did show quite a bit of
difference, and the p value in the second paired-samples t-test was approaching significant
difference. If the sampling of students underwent these changes for a longer period of time or if
the sample of students was larger, a significant difference in the two research phases could be
present.
After filtering the data by sexes, an independent t-test was run for part B of the first
research question that asked if there was a significant difference between sexes for the change of
mathematics assignment completion rate when a working lunch session was given for missing
assignments versus a zero in the grade book. Results of this test showed no statistically
significant difference. Further analysis of part B of the first research question was performed to
see whether a significant difference between sexes for the change of mathematics assignment
completion rate when a working lunch session was given for missing assignments versus a zero
in the grade book with male or female students that had at least one zero during the first research
phase. In this independent t-test, the results also showed no statistically significant difference.
A Kruskal-Wallis test and a one-way ANOVA was conducted using SPSS software to
test the differences between the normalized gain scores found from the summative pretest, midtest, and posttest by each research phase, and the results revealed that the working lunch session
in lieu of the zero in the grade book did not have a significant effect on students’ academic
achievement.
Results from the first qualitative research question found a change in students’ views of
whether they saw a zero or a working lunch session as more of a punishment. In the pre-

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

79

interviews, 50% of students stated that they viewed a zero as more of a punishment. However, in
the post-interview, 83% of the students stated that they viewed a zero as more of a punishment.
An ongoing theme from students’ responses was that they saw a zero as more of a punishment
because it hurt their mathematics grades. Also, several of the students stated that a zero without
the opportunity to make up a missing assignment was not beneficial to their learning because it
did not give them the chance to practice their mathematics skills more; it just simply gave them a
zero. Missing out on the opportunity to make up work did not provide the chance to re-do the
work which inevitably did not allow them to understand mathematic concepts better.
The second qualitative research question asked how adolescents viewed a working lunch
session with an opportunity to make up a missing assignment. In the pre-interview, 50% of the
interviewees viewed a working lunch session with the opportunity to make up a missing
assignment as more of a punishment than a zero without the opportunity to make up a missing
assignment. However in the post-interviews, no students held to their statement that they saw a
working lunch session as more of a punishment than a zero in the grade book. The majority of
students saw the working lunch session as a better option than the zero in the grade book because
it gave students time to be in a quiet working environment, away from distractions, in a different
setting than typical, and time to focus on their mathematics work. The students also saw the
working lunch session as a benefit to their mathematics grades, something very important to
most of the interviewed students.
The third research question asked how adolescent students viewed punishments and
negative reinforcers in helping motivate them to complete mathematics assignments on time.
Through students’ qualitative responses, the researcher was able to determine that most students
viewed the zero in the grade book as punishment and the working lunch session as negative
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reinforcement. Many of the participants went on to state that they viewed a zero as a punishment
because it hurt their mathematics grades. Once the researcher was able to identify what students’
viewed as a punishment and a negative reinforcer, she then determined that most of the students
viewed the negative reinforcement verses a punishment as a better choice for teachers to use in
order to help students with their learning. They stated that the negative reinforcement would
give them more opportunity to practice their mathematics skills which could possibly help them
with their learning and understanding. They also viewed the punishment as greater motivation
because they did not want their mathematics grade negatively impacted by not turning an
assignment in on time.
The final qualitative research question sought to determine ways in which adolescent
students' views of the zero in the grade book versus a working lunch session changed over time.
Half of the students in the pre-interview stated that they viewed a zero without the opportunity to
make up a missing assignment as more of a punishment than a working lunch session with the
opportunity to make up a missing assignment. However, that percentage changed to 83% in the
post-interviews. Students’ reasoning on why the zero in the grade book was more of a
punishment stayed pretty consistent throughout the study in that it did not allow students time to
have more practice on their mathematics skills which affected their grades and learning in
mathematics.
Discussion
As noted in chapters one and two, prior research has found that grading practices can
encourage or diminish a student’s desire to learn (Buffum, Mattos, and Weber, 2009). However,
teachers continue to use hodgepodge grading criteria such as the use of zeros even though it is an
inaccurate reflection of students’ abilities (Raebeck, 1993). A lack of academic interest in

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

81

adolescent students (Elam, 1989), a decline in student motivation (Van der Werf, Opdenakker,
& Kuyper, 2008; Wigfield, Eccles, & Rodriguez, 2006), and biological, cognitive, self-concept
and identity changes in early adolescents (Wigfield et al., 2006) are all factors relating to
assignment completion and academic progress in middle grades education. Research suggests
that the use of zeros is an ineffective practice to use in the classroom as it is seen as a punishment
and often does not provide students with the extra time and opportunity to learn. Guskey (2007)
writes that after students are unsuccessful, they should be given a second chance to show
competence and understanding.
The results of this study revealed that a working lunch session, with the opportunity to
make up a missing assignment, had no significant difference in students’ assignment completion
rates versus when students were given a zero in the grade book without the chance to make up
the missing work. However, it cannot be said that the working lunch session had no impact on
some students. The study did show that students that had a zero in the first research phase were
showing some improvement in assignment completion when a working lunch session was
offered. While these results were still not significantly different, the average completion rates
were higher and if studied over a longer period of time with a larger sampling of students could
have shown a statistically significant impact on students’ assignment completion. Therefore, it
could be a useful tool for teachers of adolescents to implement a working lunch session for
students that had a prior history of not turning in assignments.
In regards to academic achievement in mathematics, the study did not find a significant
difference between groups in scores on summative pretests, mid-tests, and posttests covering
seventh grade mathematics standards when a working lunch session was used for students to
complete missing assignments instead of students receiving a zero in the grade book without the
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opportunity to turn in the missing assignment. While time was a factor to consider in students’
academic growth, the study revealed that providing students with a second chance to master
skills, instead of giving a zero and moving on after an assignment had not been turned in, did not
necessarily have a significant impact on their learning in mathematics. However, seventh grade
students expressed this personal views during qualitative interviews. An ongoing theme in
students’ responses showed that students felt that a zero without the opportunity to make up
missing work hurt their grade as well as their learning because it inhibited them from being able
to practice those skills through the assignment at a later time.
While the results from the study do not offer a guaranteed best practice to use as an
intervention in lieu of a zero in the grade book, the study does show that a working lunch session
can be a better choice than a zero in the grade book when considering student input. Student
responses reported that a working lunch session was a better alternative in comparison to the use
of a zero in the grade book without the opportunity to make up the assignment. Students view a
zero as a punishment and feel that it inhibits their learning. Based on student responses such as
this, teachers should reconsider the use of zeros in the grade book without the opportunity to
make up the grade.
As mentioned earlier in the theoretical framework, behaviorists state that “Because
reinforcers are defined by their effects, they cannot be determined in advance” (Schunk, 2016, p.
90). Schunk (2016) wrote, “One can never know for certain whether a consequence is
reinforcing until it is presented after a response and we see whether behavior changes” (p. 90).
Since the only way to determine if something is a reinforcer is by testing it to see if it produces
any effects, it was interesting to see the results of the zero in the grade book verses the working
lunch session and whether either one actually had an impact on students’ learning. Because of
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the insignificant findings from the quantitative data on the impact of a working lunch session
verses a zero in the grade book on adolescents assignment completion rate, it could be said that a
working lunch session in lieu of a zero in the grade book did not work as either negative
reinforcement or punishment. However, there were twelve students that went from missing an
assignment in the first research phase, when the zero was given, to turning in all assignments on
time in the second research phase, when students had to sit in a working lunch session. For these
students, it could be said that the working lunch session did work as a punishment in increasing
their assignment completion rate. In the first qualitative interviews, students discussed that they
viewed a working lunch session as more of a punishment than a zero in the grade book.
However, those views changed in the post-interviews as 100% of the interviewed students stated
that they later saw a zero in the grade book as more of a punishment because it impacted their
grade. So, quantitative data displayed that a working lunch session could work as a punishment
for a select group of students, and qualitative data from the six interviewed students showed that
a zero in the grade book was seen as a punishment as it impacted a students’ behavior to turn in
an assignment on time.
In contrast to the behaviorist’s view, social cognitivists believe that students can learn
vicariously. Vicarious learning is when a person learns by viewing another person (Schunk,
2016). Thirty-six students did not have missing assignments in either research phase. These
students did not have to learn the importance of turning in assignments on time through what
behaviorists would say is an integral part of learning, reinforcement or punishment. These
students are examples of how learning can happen through cognition simply by observing others.
As they observed other students receiving zeros in the grade book and having low mathematics
class averages as well as observing students having to sit in working lunch sessions, the students
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were able to learn the value of turning in an assignment on time; therefore, they turned in all of
their assignments on time in both research phases. Therefore, it could be said that the majority
of students in this study learned based on the theories set forth by social cognitivists.
Limitations
While this study looked at the impact that a working lunch session with the opportunity
to make up a missing assignment verses a zero in the grade book without the opportunity to
make up a missing assignment could have on student motivation to complete assignments on
time and academic achievement in adolescent learners, the study only included seventh grade
participants from a Title I middle school in North Georgia. While the sampling in the study
produced a representative sample sufficient for data analysis, generalizations might not be able to
be made about other adolescent grade levels. Further study with sixth and eighth grade students
would need to be performed in order to make those generalizations. Also, this age range is in no
way reflective of all students. Therefore, it is uncertain if the findings could be translated to
elementary, high school, and post-secondary learners. Being that this study was performed in a
Title I school in a North Georgia school district, students from other parts of the United States
would need to be studied to make generalizations. Also, a larger percentage of students with
greater diversification in terms of race and socio-economic status would need to be studied to
make greater generalizations.
In addition to only looking at seventh grade participants, this study did not take in to
account the impact of a working lunch session verses a zero in the grade book on special
education students. All of the participating students were in a non-inclusion classroom and did
not receive services from an Individualized Education Plan, IEP. Therefore, the study is limited
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to only regular education students, and the findings may not be generalizable to special education
students.
While all 125 students in the six participating classrooms participated in the study
changes, only 68 of those students actually turned in signed permission forms from their parent
or guardian in order for their data to be used in the data set. It could be that the students that did
not turn in the consent forms are also the students that often do not turn in assignments on time.
Therefore, the consent procedure could have had an unintended selection bias.
As stated in the procedures section of this chapter, many of the students in this Title I
middle school were below proficiency on the Georgia Milestones End of Grade Assessment in
the area of mathematics. With mathematics being an area of concern for this school, it could
place a limitation on the generalizability of the data with students in schools that are proficient or
greater in mathematics.
It is important to keep in mind the individuality, differences, and similarities in teaching
strategies and practices. While the study’s test procedures and summative assessments were the
same, teachers and their classroom environment, culture, and teaching practices can vary greatly.
Therefore, these types of differences could have been a factor in the study results.
Applications
Teachers across the United States continue to use a hodgepodge of grading criteria in
their grading practices including the use of zeros for missing assignments. Teachers of
adolescent students are constantly looking for ways to better motivate students and help in the
self-regulation practices of getting students to complete and turn in assignments on time due to a
decline in the motivation to learn, organizational skills, and desire to learn during the adolescent
years. Often times, adolescent teachers turn to the use of zeros for missing assignments with the
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assumption that it will help encourage and better motivate students to turn in their assignments
on time in the future. For teachers that do have the desire to use a practice in lieu of a zero in the
grade book, it is essential that they use research-backed strategies that actually work. In addition
to helping students turn in assignments on time, teachers have the task of finding the best
research-based strategies and classroom practices that best help students’ academic growth and
success.
Teachers can see from this study that a working lunch session is not necessarily the
perfect answer in helping students to turn in assignments on time. However, for students with a
history of not turning assignments in on time, it could be a better choice of strategies to use to
help encourage assignment completion in the future. Qualitative findings from this study do
support a working lunch session where students have the opportunity to complete a missing
assignment as a better choice instead of a zero in the grade book without the opportunity to make
it up missing or late work in terms of academic progress. With the desire for all students to
succeed and grow in their academic skills, teachers should stray from the use of zeros without
the opportunity to make up missing work and instead provide students with the time, quiet
environment, and second chance to work on their missing assignment during a working lunch
session.
Recommendations for Future Research
There are a few recommendations for future research on the use of a working lunch
session versus a zero in the grade book on mathematics assignment completion rate and
academic achievement in adolescent students. First, this study only looked at seventh grade
participants over a 13-week period. Because this data is not generalizable, a larger sample
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population as well as a longer study period could help generalize the findings and possibly find
statistically significant data in regards to assignment completion rates.
Upon further analysis of the first research question, when looking at students that had at
least one zero during the first research phase, the mean difference during the two research phases
showed quite a bit of difference, and the p value was approaching significant difference.
Therefore, further research on a sampling of students like this should be done for a longer period
of time and with a larger sampling of students to determine if the use of a working lunch session
versus a zero in the grade book can have an effect on the assignment completion rate of students
that tend to not turn in assignments on time when given a zero in the grade book.
The working lunch session in this study consisted of very few guidelines. Students sat in
a quiet room where they could eat their lunch and have a distraction-free zone to finish up on
their missing assignment. A teacher sat in the working lunch session and was able to provide
assistance if needed by the student. It could be that a more structured working lunch session
should be further researched to determine if it could have a greater impact on assignment
completion rate and academic achievement in mathematics. One idea for further research would
be to structure the working lunch session in a way where students worked on an online learning
tool such as Ascend Math so that they could listen to a mini-lesson covering the content included
on the missing assignment and then complete the missing work. The re-teaching component
could be an interesting variable to look at especially in terms of its impact on academic
achievement.
Previous studies completed by Hinton and Kern (1999) and Clarke et al. (1995)
mentioned in chapter two discussed the positive impacts that the integration of high interest
topics in to students’ assignments can have on assignment completion, eagerness to complete
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homework assignments, and class participation. The integration of both a working lunch session
as well as assignments containing topics of high student interest could be examined in further
research to determine if the combination of these two interventions could have a positive impact
on adolescents’ assignment completion rates and academic achievement growth.
Conclusion
Numerous studies have been carried out looking at adolescent students and what makes
these learners so unique from the rest. Research has shown an overwhelming trend of a decline
in academic motivation, organizational skills, and the desire to learn in adolescent learners
(Gurland & Glowacky, 2011; Scales, 1996; Van der Werf, Opdenakker, & Kuyper, 2008;
Wigfield, Eccles, & Rodriguez, 2006). All of these traits can often lead to adolescents lacking in
the self-regulation and motivational practices necessary in consistently turning in all classroom
assignments on time. In addition, these traits can have a negative impact on student learning and
academic progress. Therefore, it is essential that teachers of adolescents find research-based
strategies and techniques to practically use in the classroom to promote assignment completion
and academic achievement. The use of zeros in the grade book for missing assignments, a
hodgepodge grading practice, continues to be used even though a plethora of research exists to
invalidate the impact of this practice. With all of that being said, a continuation in this type of
research should persist in order to add to the body of research for techniques that can be used in
middle grades classrooms. The results of this study discredit the use of a working lunch session
verses a zero in the grade book for missing assignments as a tool to encourage greater
assignment completion rates. It also adds a qualitative finding that adolescent students view
zeros as a greater punishment than a working lunch session and that zeros for missing
assignments do not help in their learning of mathematics. However, this study does suggest that
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the use of a working lunch session, in lieu of a zero in the grade book for missing assignments,
could be a practical tool for teachers of adolescents to use to support greater academic
achievement in mathematics.
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Appendices
Appendix A
Interview Protocol
Interview #___________
Date_____/_____/_____
Script
Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes.
At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you
have any questions or concerns before we begin? With your permission, we will begin our
interview.
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1. Would you consider a working lunch detention, with the opportunity to make up a
missing assignment or a zero in the grade book, without the opportunity to make up a
missing assignment, more of a punishment?
2. Why would you consider the ____________ more of a punishment than _____________?
3. Would you be more motivated to turn in a mathematics assignment on time if you knew
that you would have to miss out on socializing with your friends during lunch or if you
were to get a zero in the grade book and why?
4. In what ways could having the opportunity to make up any missing assignments help you
with your mathematics learning experience?
5. Before we conclude our interview, is there anything else that you would like to add to our
conversation about the use of punishment verses negative reinforcement in your learning
experience?

Script
Thank you so much for your participation in this study and today’s interview.
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Appendix B
Qualitative Pre-Interview with Participant 001
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you
have any questions or concerns before we begin? Can you say it out loud?
Participant: No
Researcher: With your permission, we will begin our interview. Alright so first question: Would
you consider a working lunch detention, with the opportunity to make up a missing assignment
or a zero in the grade book, without the opportunity to make up a missing assignment, more of a
punishment?
Participant: Not having to go sit in a lunch session
Researcher: Not having to go and sit in a lunch session...ok you think that’s more of a
punishment than getting a zero in the grade book?
Participant: Yeah
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Researcher: Ok, alright, why would you consider having to do the working lunch session why
would you consider that more of a punishment than the zero?
Participant: because...that’s a good question
Researcher: What do you think?
Participant: It’s not really more of a punishment as it is an opportunity for you to make up your
grade
Researcher: Ok so do you think that it’s to not have the opportunity to make up your grade is a
punishment or do you think um having the opportunity to make it up is a punishment?
Participant: Not really cause if they don’t really give you the opportunity to make it up so if...
Researcher: Ok so just to just to just to make sure that I understand...so you definitely think um
having to go and sit in a working lunch session that’s more of a punishment then just getting a
zero and being done with it
Participant: If it’s kind of your choice to go do it then it would not be a punishment but if the
teacher is in there forcing you to do it then that’s kind of more of a punishment
Researcher: Alright... that seems more of a punishment? ok.. alrighty...
Participant: Yeah
Researcher: And so I guess um you consider it more of a punishment because the teacher is the
one making you make it up
Participant: Yeah
Researcher: Ok..alright.. I get what you’re saying now. Alright next question… Would you be
more motivated to turn in a math assignment on time if you knew that you would have to miss
out on socializing with your friends during lunch or if you were to get a zero in the grade book?
So, would you be more motivated... like, I am more tempted to turn this in on time so that I can
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sit in lunch with my friends or am I more motivated because oop I’m going to get a zero in the
gradebook?
Participant: Probably I’m going to get a zero
Researcher: Ok alright so the zero is more motivation for you?
Participant: Yeah
Researcher: Ok why do you think that is?
Participant: Because it’s a part of your grade and I’d rather make it up than to go sit with my
friends
Researcher: Ok so you would rather have a better grade than you would socializing with your
friends for a little while?
Participant: Yeah
Researcher: Ok alright, alright, in what ways could having the opportunity to make up any
missing assignments help you with your math learning experience? So, having the opportunity to
get to go and sit in a working lunch session um do you think that there would be ways that it
could help you in your learning?
Participant: Yeah because you would actually have the chance to redo it and learn more than
what you did the first time.
Researcher: Ok alright good...good stuff. Alright and then the last question... Um before we
conclude our interview, is there anything else that you would like to add to our conversation
about the use of a zero in the grade book versus the working lunch session in your learning
experience?
Participant: Nope
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Researcher: Ok alright well thank you so much for your participation in this study and today’s
interview.
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Appendix C
Qualitative Pre-Interview with Participant 002
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you
have any questions or concerns before we begin? Can you say it out loud?
Participant: No
Researcher: Alright so with your permission, we will begin our interview. Alright so first
question: Would you consider a working lunch detention, with the opportunity to make up a
missing assignment or a zero in the grade book, without the opportunity to make up a missing
assignment, more of a punishment?
Participant: The lunch detention so you can actually finish the work and get a grade on it
Researcher: Ok so you think that is more of a punishment than just getting a zero in the
gradebook. Ok. Why would you consider having to do the working lunch session more of a
punishment than the zero?
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Participant: Um because lunch detention means you don’t in lunch detention you get to hang out
with your friends and stuff and so that takes away that time so that you can actually finish your
work.
Researcher: Ok alright so you’re saying that it’s more of a punishment if I'm not hanging out
with my friends than it is... you would rather get the zero in the gradebook and get to hang out
with your friends.
Participant: Yeah
Researcher: Ok, alright... alright, would you be more motivated to turn in a math assignment on
time if you knew that you would have to miss out on socializing with your friends during lunch
or if you were to get a zero in the grade book and why?
Participant: If like if I didn’t get to socialize with my friends since like some of my friends I
don’t have classes with so I get to socialize with them in lunch.
Researcher: Ok alright alright...in what ways could having the opportunity to make up any
missing assignments help you with your math learning experience?
Participant: Um...
Researcher: So, having the opportunity to make up your missing assignments, how do you think
that could help you?
Participant: Um it could like cause if you just get a zero it’s just going to bring your grade down
but if you like finish your work during lunch detention it’ll help you get your grade and it will
like not get you a zero.
Researcher: So with that in mind, with that with what you said, so do you still think even though
it could help you learn better, you still think that it’s more of a punishment to not be able to
socialize than um than being able to or it’s more important to be able to socialize than it is...
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(student interrupts interview) hey Bentley, could you thanks (student walks out)...would you say
that it still for you more beneficial or you would rather be able to sit and socialize with your
friends than you would to be able to actually make up your grade and do better in math?
Participant: I would rather make up my grade and do better in math than to socialize with people.
Researcher: Ok...alright. Before we conclude our interview, is there anything else that you would
like to add to our conversation about the use of punishment versus the working lunch session in
your learning experience?
Participant: No
Researcher: Ok alright thank you so much for your participation in this study and today’s
interview.
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Appendix D
Qualitative Pre-Interview with Participant 003
Researcher: Alright thank you so much for your participation in today’s interview. My name is
Kristian Edgeman, and I am a doctoral student at Kennesaw State University conducting research
for my doctoral dissertation. This interview will take around thirty minutes and will include five
formal questions. I may ask a few additional questions after some of your responses to get a
little better idea of what you are saying. I would like your permission to audio record this
interview so that I can accurately transcribe the information that you give me today. If at any
time during our interview you wish to stop the interview or the audio recording, please feel free
to let me know, and we will definitely stop. I also want to remind you that all of our
conversation today is confidential. Your responses will remain confidential and will only be
used for educational purposes. At this point I would like to receive your verbal consent to
proceed with the interview and to inform you that your participation in today’s interview implies
your consent. You good? (student shakes head yes) ok can you say yes so that way
Participant: Yes
Researcher: Ok perfect and do you have any questions or concerns before we begin?
Participant: No
Researcher: No? Ok.With your permission, we will begin our interview. Would you consider a
working lunch session, where you have the opportunity to make up a missing assignment, or a
zero in the grade book, without the opportunity to make up a missing assignment, more of a
punishment? Which one would you see more as a punishment? So going and sitting in a
working lunch session and having to do that and make it up or getting a zero and not having the
opportunity to make it up.
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Participant: Like would you only get 75 percent of your grade or...?
Researcher: You wouldn't... So, if you did the working lunch session?
Participant: Uh huh
Researcher: You wouldn’t get any points taken off. You would just have the opportunity to keep
working on it. Um, but you would have to keep sitting in the working lunch session until you
got it finished.
Participant: So...which punishment would be better?
Researcher: Which one do you see as a punishment?
Participant: The zero in the grade book
Researcher: The zero in the grade book. Ok, alright. Why would you consider the zero in the
grade book more of a punishment versus the working lunch session?
Participant: Cause uh let’s say you have to make up a math math uh sheet that you didn’t do and
you go to your lunch session and you do it and you get that full credit but when you get a zero in
the grade book in the grade book that could probably teach the student not to finish their work
and uh to get a better grade.
Researcher: Ok so you think because it’s affecting your grade, you see that as a punishment? Is
that right?
Participant: Uh huh
Researcher: Ok alright next question. Would you be more motivated to turn in a math assignment
on time if you knew that you would have to miss out on socializing with your friends during
lunch or if you were to get a zero in the grade book and why? So which one would motivate you
better? Having the knowing that you are going to miss out on socializing with your friends at
lunch or getting a zero in the grade book?
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Participant: I would rather uh not socialize with my friends because uh you can socialize with
them when you're outside, waiting for the buses, or between lockers, or at connections...
Researcher: Uh huh
Participant: or like when you have like a tech break
Technical issue with recorder during the 3rd interview. New audio picks up where the interview
left off.
Researcher: Alright keep going sorry
Participant: Oh that’s all
Researcher: Ok alright um so definitely so you’re saying I just want to make so you’re saying
that getting that zero in the grade book that's more motivation to you. Like..I gotta get this stuff
turned in cause if I don’t that’s not going to be good to get a zero. Is that right?
Participant: Yes
Researcher: Ok alright. Another question... in what ways could having the opportunity to make
up a missing assignment help you with your math learning experience? In what ways could
having the opportunity to make up any of your missing math work help you with your math
learning experience?
Participant: It could uh...well I don’t really see a way it would help you cause you're just uh
doing the other things you’ve already learned in class so you're not really learning anything else.
Researcher: Ok alright do you think that maybe um just having the more time to practice do you
think that that could help?
Participant: Yeah
Researcher: Ok cause really if you’re doing cause if you get the zero and you don’t get the
opportunity to make it up then you're kind of missing an opportunity to practice. Um but if you
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have the opportunity to make it up so you think that that could kind of help a little bit maybe
with your learning? Just to kind of have some more practice?
Participant: Yes
Researcher: Ok. Before we conclude our interview, is there anything else that you would like to
add to our conversation about the use of punishment like a zero in the grade book versus the
working lunch session in your learning experience?
Participant: Well it doesn’t really involve me but I don’t really find this experiment like I don’t
really like it that much
Researcher: Uh huh
Participant: But I think that I’m doing good right now. Cause uh used to I used to make bad
grades
Researcher: Oh yeah?
Participant: Cause I didn’t have the opportunity to make it well I had the opportunity to make it
up but I just never made it up cause I had other things that I wanted to do instead of that.
Researcher: So now that this study has started have you done better about getting all of your
assignments turned in?
Participant: Yes
Researcher: That’s good. Why is that?
Participant: Well cause it’s just been that my mom wants me to be getting a good grade and she’s
been, well, she’s been taking up my tablet away from me until I finish my homework so yeah...
Researcher: So knowing now that you don’t if you don't turn it in knowing that if you don’t get it
turned in and that it’s going to affect your grade then that’s kind of been more motivating to you
to get it turned in?
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Researcher: Ok well that’s good to know. That is really good to know. Well I’m glad you’re
doing better. Well thank you so much for interviewing.
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Appendix E
Qualitative Pre-Interview with Participant 004
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent.
Participant: Yes
Researcher: Ok, do you have any questions or concerns before we begin?
Participant: No
Researcher: Ok with your permission, we will begin our interview. Alright: Would you consider
a working lunch detention, with the opportunity to make up a missing assignment or a zero in the
grade book, without the opportunity to make up a missing assignment, more of a
punishment? Which one would you see as more of a punishment? Getting a zero and not being
able to turn it in late, or you you don’t turn something in you have to sit in a working lunch
session until you get it turned in.
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Participant: I feel like it depends on who it is. Like for me, I don’t want a lunch detention so I’d
personally like the zero. But if it were somebody else their response might be different.
Researcher: Ok so for you, why do you see why would you consider the working lunch session
as more of a punishment than the zero?
Participant: Cause I’m a social person and I have a lot of friends and I don’t like being taken
away from the opportunity to get to talk to them.
Researcher: Uh huh
Participant: So I don’t like not talking to people when I have the opportunity.
Researcher: Sure, so that would uh for you, since you’re a social butterfly, uh for you it’s more
important for you to hang out with your friends and get to talk to them than it is for your great to
be affected.
Participant: Perhaps, yeah
Researcher: Ok alright. Alright next question. Would you be more motivated to turn in a math
assignment on time if you knew that you would have to miss out on socializing with your friends
during lunch or if you were to get a zero in the grade book and why? So which one would
motivate you better to turn in your assignment? If you knew that you were going to get the zero
or if you knew that you were going to have to sit in the working lunch session.
Participant: The working lunch session
Researcher: Ok and why is that? Why would that motivate you better?
Participant: Cause I like talking to my friends
Researcher: Ok um in what ways could having the opportunity to make up a missing assignment
help you with your math learning experience? In what ways could having the opportunity to
make up your missing assignment how could that help you with your math learning experience?

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

117

Participant: When you have more time and different places and spots I guess to learn it helps
more than just sitting in the same spot and only having one chance to do it.
Researcher: Ok...alright. Before we conclude our interview, is there anything else that you would
like to add to our conversation about the use of punishment versus negative in your learning
experience?
Participant: No
Researcher: Ok alright thank you so much for your participation in today’s interview.
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Appendix F
Qualitative Pre-Interview with Participant 005
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you
have any questions or concerns before we begin?
Participant: No
Researcher: Ok so with your permission, we will begin our interview. Alright first question:
Would you consider a working lunch session, with the opportunity to make up a missing
assignment or a zero in the grade book, without the opportunity to make up a missing
assignment, more of a punishment? Which one would you see as more of a punishment? The
zero, not being able to turn in something, or sitting in a working lunch session but you are able to
make it up.
Participant: The zero
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Researcher: The zero. Ok. Why would you consider the zero more of a punishment than sitting
and doing the working lunch session?
Participant: Because you don’t get to make up your work so if you don’t finish it it’s a zero.
Researcher: It’s a zero. So you think for you you feel like because it would impact your grade
that’s more of a punishment than missing social time with your friends?
Participant: Yes.
Researcher: Ok. Alrighty. Alright. Would you be more motivated to turn in a math assignment
on time if you knew that you would have to miss out on socializing with your friends during
lunch or if you were to get a zero in the grade book and why? So which one would be more
motivating to you?
Participant: The zero
Researcher: Ok and why is that?
Participant: Because it encourages me to get my work done so that I wouldn’t get a zero.
Researcher: Ok alright in what ways could having the opportunity to make up a missing
assignment help you with your math learning experience? So having the opportunity to make up
a missing assignment how do you think that could help you with your learning?
Participant: You’ll be able to understand the question more and like focus more. Because you
won’t be talking to people.
Researcher: Ok ok alright. Anything else? Any other ways that you think that having more
opportunity to finish up that it could be helpful?
Participant: No
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Researcher: Alright, before we conclude our interview, is there anything else that you would like
to add to our conversation about the use of punishment versus negative reinforcement in your
learning experience?
Participant: No
Researcher: Ok thank you so much for your participation in this study and today’s interview.
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Appendix G
Qualitative Pre-Interview with Participant 006
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. You good?
Participant: Yes
Researcher: Ok perfect and just make sure to speak up so that I can hear you on here. Do you
have any questions or concerns before we begin?
Participant: No
Researcher: Nope ok with your permission, we will begin our interview. Alright first question:
Would you consider a working lunch session, where you don’t have the opportunity, or excuse
me where you do have the opportunity to make up a missing assignment or a zero in the grade
book, without the opportunity to make up a missing assignment, um more of a punishment?
Participant: The working lunch
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Researcher: The working lunch session
Participant: Yeah
Researcher: Ok and why would you consider the working lunch more of a punishment than the
zero?
Participant: Because you didn’t do your work so….yea...
Researcher: So like, like, is it more so that you are losing time losing social time or is it more of
a punishment because you have to keep working at it until it is finished? Like what part of it
actually makes it more of a punishment?
Participant: Oh wait more of a punishment?
Researcher: Yes, which one do you see as more of a punishment? The zero without being able to
make it up or do you see sitting in a working lunch session until you get it finished more of a
punishment.
Participant: The zero cause I thought...yea...the zero
Researcher: Ok and why do you see the zero as more of a punishment?
Participant: Because you don’t have any time to make it up because you were supposed to do it
and then you didn't do it so you don’t get to make it up.
Researcher: (laughs) And you’re like that’s it!
Participant: (giggles) Yea
Researcher: So do you think uh for you...um your grade being affected you think that’s more of a
punishment than losing time with friends and things like that... the socializing. You see that as
more of a punishment?
Participant: Uh huh...yep
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Researcher: Ok let’s see. Alright so next question. It’s real similar to what we just said. So
same type of thing. We’re looking at um having a zero in the gradebook and not being able to
make up the assignment versus doing the working lunch session and being able to make up the
missing assignment. Which one would help you be more motivated to turn in your math
assignment on time? Would you be more motivated if you knew that you would have to miss out
on socializing with your friends or if you were to get a zero in the grade book.
Participant: Uh the zero in the grade book
Researcher: Ok why do you think that would motivate you better?
Participant: Because I want my grades to be good so I don’t want a zero
Researcher: Ok alright...so that would be more motivation to you. Ok. In what ways could
having the opportunity to make up any missing assignments help you with your math learning
experience? So in what ways can having the opportunity to make up your missing math work
how can that help you with your math learning experience?
Participant: Um to make sure that you like understand it more and get better grades because
you’ll be able to finish it.
Researcher: That’s true. That’s very true. Ok alright so before we conclude our interview is
there anything else you would like to add to our conversation about the use of punishment versus
negative reinforcement in your learning experience?
Participant: No
Researcher: Ok well thank you so much for your participation in this study and today’s
interview.
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Appendix H
Qualitative Post-Interview with Participant 001
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you
have any questions or concerns before we begin? Can you say it out loud?
Participant: No
Researcher: Ok, with your permission, we will begin our interview. Would you consider a
working lunch detention, with the opportunity to make up a missing assignment or a zero in the
grade book, without the opportunity to make up a missing assignment, more of a punishment?
Participant: I’d rather do the lunch period.
Researcher: Ok, so you’d rather do the lunch period. So are you saying then that you feel that
the zero in the grade book is more of a punishment?
Participant: Yeah
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Researcher: Yes. Ok. Why would you consider the zero in the grade book more of a punishment
than….?
Participant: Because you would be failing and you wouldn’t have the opportunity to make it up.
Researcher: Ok alright. So you feel like if I don’t have the opportunity to make it up, that’s a
punishment. Ok, would you be more motivated to turn in a math assignment on time if you knew
that you would have to miss out on socializing with your friends during lunch or if you were to
get a zero in the grade book?
Participant: Get a zero in the grade book.
Researcher: Ok so that one’s more motivating to you. Why is that?
Participant: Because I’d rather miss out with my friends than to get a zero.
Researcher: Ok alright. In what ways could having the opportunity to make up any missing
assignments help you with your mathematics learning experience?
Participant: You would get better grades and such.
Researcher: Ok anything else?
Participant: No
Researcher: Ok. Before we conclude our interview, is there anything else that you would like to
add to our conversation about the use of a punishment versus negative reinforcement in your
learning experience?
Participant: Nope
Researcher: Thank you so much for your participation in this study and today’s interview.
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Appendix I
Qualitative Post-Interview with Participant 003
Researcher: Alright thank you so much for your participation in today’s interview. My name is
Kristian Edgeman, and I am a doctoral student at Kennesaw State University conducting research
for my doctoral dissertation. This interview will take around thirty minutes and will include five
formal questions. I may ask a few additional questions after some of your responses to get a
little better idea of what you are saying. I would like your permission to audio record this
interview so that I can accurately transcribe the information that you give me today. If at any
time during our interview you wish to stop the interview or the audio recording, please feel free
to let me know, and we will definitely stop. I also want to remind you that all of our
conversation today is confidential. Your responses will remain confidential and will only be
used for educational purposes. At this point I would like to receive your verbal consent to
proceed with the interview and to inform you that your participation in today’s interview implies
your consent. Do you have any questions or concerns before we begin?
Participant: No
Researcher: With your permission, we will begin our interview. Ok...Would you consider a
working lunch session, where you have the opportunity to make up a missing assignment, or a
zero in the grade book, without the opportunity to make up a missing assignment, more of a
punishment?
Participant: I’d say that uh getting a zero in the gradebook would be very it’d be kinda strict and
like let’s say the kids can’t like they don’t know how to do their work and when they go ask their
teacher it’s already due so they they can’t turn it in so I’d say that so I’d say that maybe if you
have a working lunch session it would be a better punishment.
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Researcher: Ok... alright.
Participant: So that they can still get their work in.
Researcher: Ok. So you see that the zero is definitely that the zero is more of a punishment or the
working lunch session is more of a punishment?
Participant: Well the zero is more of a punishment but...
Researcher: So the working lunch session would be something that you feel like would be a
better option for students
Participant: Yes
Researcher: Ok. Why would you consider that zero more of a punishment versus the working
lunch session?
Participant: Because if you if you have a zero that means that you can learn from your mistakes
and make up well and you can see if your teacher can let you do some make up work or do some
like Edge.. Yeah Edgenuity or Dreambox or something like that.
Researcher: Sure yeah ok. Alright, would you be more motivated to turn in a math assignment on
time if you knew that you would have to miss out on socializing with your friends during lunch
or if you were to get a zero in the grade book and why? Would you be more motivated to turn in
your math assignment on time if you knew that you would miss out on hanging out with your
friends during lunch or if you were to get the zero?
Participant: Can I kinda change that uh friend’s thing just a little bit
Researcher: Sure
Participant: To band
Researcher: Sure
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Participant: If it was in a band kind of state, I would have to go with the zero in the grade book
because I want to be in band and band is I like band right now and band is
Researcher: That’s your thing
Participant: Yeah
Researcher: So if it’s something that is important to you you feel like that you would if it were
band let’s say or even hanging out with your band friends at lunch you feel like you would rather
have the zero than miss out on the band thing?
Participant: Yes
Researcher: Ok alright. Why is that?
Participant: Because uh if you get too many zeros well really if you get like bad grades then you
get kicked out of band but I would be more motivated to get my work turned in if I I knew that if
I didn’t get my work turned in I would get a zero and I would be out of band.
Researcher: Alright...in what ways could having the opportunity to make up a missing
assignment help you with your mathematics learning experience? Having the opportunity to
make up any missing work, how can that help you with your math learning?
Participant: Well, if you’re able to make up the work and you like don’t know what you’re
supposed to do then you can just ask your teachers and uh she’ll say you can make it up but you
won’t really get the same grade you’ll maybe get twenty points off or ten points off.
Researcher: So let’s say that you don’t get any points taken off.
Participant: Then…
Researcher: Is it gonna help you with your learning you think?
Participant: It would. It would help for the learning stance not for like being able to get a one
hundred even if I don’t do the work.
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Researcher: Before we conclude our interview, is there anything else that you would like to add
to our conversation about the use of punishment versus negative reinforcement in your learning
experience?
Participant: Well are y’all actually gonna to try to get this whole system put into schools?
Researcher: This is just a study that I’m doing for my doctoral dissertation. So it’s a study that
I’m doing because I thought it would be interesting to see the outcome, and I’ve looked at a lot
of research on grading practices and negative reinforcement and punishment, so I want to see
how does that work in the middle school setting and which one is more motivating to students
and that was the whole point behind it. So, I don't know. They might once they see my research
and see if one is more beneficial than the other it might be that teachers might kind of change
their practices a little bit.
Participant: Ok.
Researcher: We’ll see.
Researcher: Alright, well thank you so much for your participation in this study and today’s
interview.
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Appendix J
Qualitative Post-Interview with Participant 004
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you
have any questions or concerns before we begin?
Participant: No
Researcher: Ok with your permission, we will begin our interview. Would you consider a
working lunch detention, with the opportunity to make up a missing assignment, or a zero in the
grade book, without the opportunity to make up a missing assignment, more of a
punishment? Which one would you see as more of a punishment?
Participant: The grade book cause like when you don’t give them an opportunity to make it
up...it’s a lot harder.
Researcher: Yeah...what is it a lot harder for?
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Researcher: Just like when you... not all of you don’t learn...so when you make a zero either you
get every question wrong or you don’t do it. So, either way you’re not learning.
Researcher: K, alright. Why would you consider that zero in the grade book more of a
punishment than sitting in the working lunch session?
Participant: Cause it decreases your grade. Therefore, you could fail.
Researcher: True...So would you say that for you your grade is definitely more important than
socializing with your friends at lunch time.
Participant: For me, I don’t think so because I don’t think that for the profession I will have in
the future that I don’t think that school right now is a key factor for what I…
Researcher: That’s interesting. What do you want to do when you...?
Participant: I want to be a musician.
Researcher: Ok, what do you play?
Participant: Guitar
Researcher: Guitar alright. So you want to be a traveling musician?
Participant: Uh-huh
Researcher: Uh...just a side note...my cousin just finished with his degree in uh music from
MTSU, and he’s a guitarist. So he’s wanting to...well he’s not quite sure how he wants to use
that. But...he’s considered going and getting a master’s degree in jazz music in Texas, but he’s
still kinda uncertain. He works for a music store right now. But anyways...back to this.
Participant: Ok.
Researcher: Would you be more motivated to turn in a math assignment on time if you knew
that you would have to miss out on socializing with your friends during lunch or if you were to
get a zero in the grade book and why? So which one is more motivating?

STUDENTS’ ASSIGNMENT COMPLETION AND ACHIEVEMENT

132

Participant: Personally, I think that when when you get in trouble the teacher says that you made
that choice, but most of it is like a habit or it’s just like an instinct... something happens and your
quick witted and you do whatever you think but you don’t really make that choice. That’s I
don’t think that most people will make the choice to ok if I don’t do this turn this in on time the
first time I’ll get a zero. I don’t think that people think that way. Not at first at least.
Researcher: So you think it’s just they’re not doing it with the intent of I’m just blatantly not
going to turn this in. They just...
Participant: Yeah no...well some people yeah...but most people get carried away with other
things in life and when that happens things fall apart.
Researcher: So I think you’re saying that at least in this stage in life right now there are just more
things important than to worry about getting every single assignment turned in on time.
Participant: Yeah
Researcher: Ok, so...if you were to say socializing with your friends versus getting all of your
assignments turned in on time is one of those or missing out on time with your friends which one
of those would be more motivating to you?
Participant: It totally depends on the person because if you want to be Neil deGrasse Tyson when
you grow up... then yeah you’d want to but if don’t if you’re not wanting to go to college if
you’re not wanting to do anything with the knowledge you’ve gained then I don’t think it
matters.
Researcher: Ok alrighty. In what ways could have the opportunity to making up...excuse me... to
make up any missing assignment help you with your mathematics learning experience?
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Participant: When...well, cause sometimes you don’t you get side tracked and you have other
things to make up so...like when you you have to make everything else up so when you’re
making everything else up you have to make up what you’re making up now. If that make sense.
Researcher: Uh huh
Participant: So...
Researcher: So do you think it would help your learning at all? In any way? Being able to have
that working lunch session?
Participant: Yeah...Yeah I do.
Researcher: Ok why? Like how do you think that that could help?
Participant: Cause people sit around in class all day and don’t do anything. But when you put
them in a working lunch, away from their friends, away from this social life that they’ve worked
thirteen years to create it angers people and when that happens they don’t want to be in there
anymore. And they…
Researcher: So you think they’ll do whatever they need to do to get out of it.
Participant: Yeah
Researcher: Ok...alrighty. So before we conclude our interview, is there anything else that you
would like to add to our conversation about the use of punishment versus negative in your
learning experience?
Participant: No
Researcher: Ok thank you so much for your participation in today’s interview.
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Appendix K
Qualitative Post-Interview with Participant 005
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you
have any questions or concerns before we begin?
Participant: No
Researcher: Ok...with your permission, we will begin our interview. Would you consider a
working lunch session, with the opportunity to make up a missing assignment or a zero in the
grade book, without the opportunity to make up a missing assignment, more of a punishment?
Participant: Um...the zero
Researcher: Ok. Why would you consider the zero without the opportunity to make up an
assignment more of a punishment than the working lunch session?
Participant: Because you could fail more and you wouldn’t be able to make it up.
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Researcher: Would you be more motivated to turn in a math assignment on time if you knew
that you would have to miss out on socializing with your friends during lunch or if you were to
get a zero in the grade book and why? So which one is more motivating to you?
Participant: To do the working lunch
Researcher: Ok that’s more mot...so doing the working lunch session where you have the
opportunity to make it up that’s more motivation to you to turn in something on time. Ok. Why is
that?
Participant: Because I wouldn’t be failing and...
Researcher: Ok alright um in what ways could having the opportunity to make up a missing
assignment help you with your mathematics learning experience? So having that opportunity to
make up your missing work in what ways could that help you with your learning?
Participant: Um (Student pauses to think for several seconds)
Researcher: Could it? Do you think it could?
Participant: (Shakes head yes but still thinking)
Researcher: Ok how? Having the opportunity to make up missing work, how could that help you
with your learning in math?
Participant: You’d be able to understand it more.
Researcher: Ok just because you’d have more time to practice with it?
Participant: Uh huh
Researcher: Ok, um. Let me kinda go back just a second. So you said it’s more motivating to
you to turn in your stuff on time if you were to miss out on time hanging with your friends. So,
are you saying then that you would rather have the zero versus being able to hang out with your
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friends at lunch. Or you it’s more motivating to you like oop I better get this assignment in
because I’m going to get a zero if I don’t.
Participant: Yes
Researcher: Ok, ok. Alright. I just wanted to clarify. Alright um before we conclude our
interview is there anything else that you would like to add to our conversation about the use of
punishment versus negative reinforcement in your learning experience?
Participant: No
Researcher: Ok thank you so much for your participation in this study and today’s interview.
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Appendix L
Qualitative Post-Interview with Participant 006
Researcher: Thank you so much for your participation in today’s interview. My name is Kristian
Edgeman, and I am a doctoral student at Kennesaw State University conducting research for my
doctoral dissertation. This interview will take around thirty minutes and will include five formal
questions. I may ask a few additional questions after some of your responses to get a little better
idea of what you are saying. I would like your permission to audio record this interview so that I
can accurately transcribe the information that you give me today. If at any time during our
interview you wish to stop the interview or the audio recording, please feel free to let me know,
and we will definitely stop. I also want to remind you that all of our conversation today is
confidential. Your responses will remain confidential and will only be used for educational
purposes. At this point I would like to receive your verbal consent to proceed with the interview
and to inform you that your participation in today’s interview implies your consent. Do you have
any questions or concerns before we begin?
Participant: No
Researcher: Ok, with your permission, we will begin our interview. Would you consider a
working lunch session, where you have the opportunity to make up a missing assignment, or a
zero in the grade book, without the opportunity to make up a missing assignment, more of a
punishment?
Participant: The zero without getting the opportunity to go to lunch.
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Researcher: Ok. Why would you consider the zero in the grade book without the opportunity to
make up the missing work more of a punishment than sitting in a working lunch session?
Participant: Because if you're sitting in a working lunch session then like you get the opportunity
but like if you just get a zero then you don’t actually get to try to do anything.
Researcher: Alright. Would you be more motivated to turn in a mathematics assignment on time
if you knew that you would have to miss out on socializing with your friends at lunch or if you
were to get a zero in the gradebook and why? So which one is more motivating to you?
Participant: If I got a zero in the grade book cause I don’t like getting zeros.
Researcher: Ok. Alright. In what ways could having the opportunity to make up any missing
assignments help you with your mathematics learning experience?
Participant: I guess some people just like wouldn’t do it and they wouldn’t learn anything. But
you have to actually do it, and it would make you learn stuff.
Researcher: Ok alright. Any other ways that you think that having the opportunity to make up
missing assignments that it might help you in your learning?
Participant: (Shakes head no)
Researcher: No? Ok, before we conclude our interview is there anything else you would like to
add to our conversation about the use of punishment versus negative reinforcement in your
learning experience?
Participant: No
Researcher: Ok well thank you so much for your participation in this study and today’s
interview.
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Copy of Pretest, Mid-test, Posttest Summative Assessment
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